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ABSTRACT

The purpose of this dissertation was to examine whether or not there are
differences in the performance achieved by high school students (enrolled in
French II) and college students (enrolled in second semester of French), on
tests of culture, listening, reading, grammar, speaking and writing.
The results from the background questionnaires and the six tests show
that:
- Selfplacement is the most common procedure used by university falsebeginners,
- Overall, college students scored significantly higher than their high
school counterparts on all six tests;
- College true- and false-beginners scored significantly higher than high
school students on tests of listening, reading, speaking and writing. The post
hoc test could not locate the difference for culture and grammar;
- No significant difference was found between true- and false-beginners
on the culture, reading, grammar, speaking and writing examinations. However,
false-beginners outperformed true-beginners in listening.
The results show that length of study was not an important factor. They
also suggest that:

1. age may have an effect on the scores of high school students,
2. intervening years, that is the gap in French study between high school
college, may account for the lack of significant difference between university
true-beginners and university false-beginners.
With regard to age, ANOVAs were performed on the scores obtained by
students from high school A and university true- and false-beginners. High
school A was chosen among the four participating high schools because of its
high mean scores. The results show no significant difference between high
school A students and university true- and false-beginners on culture, grammar,
speaking and writing. On reading both university groups scored significantly
higher than high school A students. On listening, high school A students
outperformed university true-beginners; no difference was found between high
school A students and university false-beginners on this test.
The present study did not investigate the potential effect of intervening
years on the performance of false-beginners.
Implications emanating from this research include enforcement of
university placement policies, the need for a systematic administration of foreign
language programs both in terms of length, and sequencing.

CHAPTER 1
INTRODUCTION

In 1978, President Carter set up the Commission on Foreign Languages
and International Studies to investigate "why competence in foreign languages
and international understanding is important to all Americans" (Strength through
wisdom, p. 4). In its report, this commission deplored "Americans’ scandalous
incompetence in foreign languages" (p.6) and emphasized the importance of
knowing foreign languages not only for trade and diplomacy but also for
international understanding. The report of this commission was instrumental in
the development of the language proficiency movement and gave impetus to
foreign language enrollment in schools and universities. Foreign language
research, too, surged as publications on communicative competence and
proficiency and new instructional methods based on these approaches
proliferated. Communicative competence and proficiency were perceived by
some as the solution to the ills which beset foreign language instruction; it all
seemed like the end of the tunnel where learners would finally be able to
communicate in the language.
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But practice lagged behind theory; logistics, teacher training, heavy loads,
the easy nature (in terms of preparation and especially evaluation) of more
grammar-oriented learning activities, etc... have all more or less participated to
the slow move toward a proficiency-oriented curriculum. In addition, the lack of
coordination within and among educational institutions has contributed to the
development of various independent methods of language instruction, some
being more proficiency-oriented than others. Increasing numbers of educators
have turned toward a more eclectic approach to foreign language instruction.
The essence of the problem, however, lies not in the usage of an eclectic
approach per se but rather in the lack of a common operational and working
definition of language, and more specifically in the failure to establish
competence or proficiency standards at various checkpoints of the educational
system. At present, the foreign language profession has not reached a
consensus as to what level of proficiency students should attain after a certain
period of foreign language study. This lack of consensus as to students’
competence raises serious questions about a viable coordination of the foreign
language curriculum across levels of instruction.
Each year, hundreds of thousands of students begin college. Many of
them have studied a foreign language in high school and either wish to continue
with it or are required to do so. Theoretically, these incoming students should
be able to take foreign language courses that constitute a normal sequel to their

previous learning. Unfortunately, the transition from secondary to postsecondary
foreign language learning has been and still is difficult; it remains the most
challenging problem for the foreign language profession (Gonzalez Pino, 1992,
Lange 1988).
The purpose of the present dissertation is to examine the problem of
articulation of French programs from high school to university from the
perspective of students’ performances on six tests. More specifically, the
present study will investigate whether or not there is a significant difference in
the performance of high school students enrolled in French II and that of college
students enrolled in second semester of French. The performance of these
groups will be examined on six tests.
The remainder of this chapter will focus on each of the above aspects of
this research. It is divided into three sections. The first section of this chapter
presents a brief review of the perennial issue of articulation from a historical
perspective. This section will help to situate the emergence of the problem of
articulation. The second section explains recent developments in the articulation
of foreign language programs and the major approaches used for articulating
these programs. The third and last section provides evidence of the significance
of the present research in the advancement of foreign language education.

1.1 High school - college articulation: The perennial problem
In the mid-nineteenth century, the United States experienced a major
transition from an agricultural and rural society to an industrial and urban
nation.This rapid industrialization and urbanization also brought changes including curricular changes- in educational institutions. After that, and following
a series of judicial cases which established the availability of support for public
high schools with tax funds, the public-high-school movement spread rapidly
(Ornstein and Levine, 1989), reaching not only the elite but also the masses.
The American public high school emerged as the major educational agency
providing a more intensive and specialized education for the growing numbers
of young people who could continue their formal education beyond the eight
years of elementary schooling. The two primary factors one must consider in
order to appreciate the problem of articulation are: (1) the roles conferred upon
secondary and especially upon postsecondary schools, and (2) the availability
of universal secondary education. In the following subsection, we will briefly
discuss the evolution of the high school and its curricular reforms.
1.1.1 Articulation and curriculum
The early years of the American high school witnessed some confusion
as to its curricular directions, a confusion caused by the various social
movements and reforms of the day. The traditionalists tended to define the
school as a college preparatory institution. Educators with a broader view saw

the school as a ^people’s school", which would offer a range of specialized and
practical courses (Ornstein and Levine, 1989). In 1892, the National Education
Association established the Committee of Ten in order to standardize the
curricula of the American high school. The committee made two major
recommendations: earlier entry of several subjects and common treatment in the
teaching of certain subjects for both terminal and college-bound students. Four
curricula were proposed for high school: classical, Latin-scientific, modern
languages, and English. Each curriculum comprised foreign languages,
mathematics, sciences, English and history. These curricula would soon be
challenged by social forces which would argue in favor of more practical training
for terminal students. On the eve of the twentieth century, even before
vocational and specialized courses became widespread in high schools, there
were articulation problems with the tiny proportion of students who went to
college. Classicists, for example, criticized the "watered-down" preparation of
the new high school graduates. They lamented that "soft" subjects such as
German, French or English, had replaced Latin, Greek, and Hebrew (Grittner,
1976). Unfortunately, the classicists were unable or refused to perceive that the
American high school was becoming a "mass" institution.
In 1918, thirty states enacted laws providing for compulsory education
until age sixteen. The same year, the National Education Association’s
Commission on the Reorganization of Secondary Education (1918) revealed in

its Cardinal Principles of Secondary Education the on-going change in the public
high school from a college preparatory institution to a comprehensive institution.
The commission remarked that the public high school ought to represent the
various socio-economic groups that make up the American population.
Moreover, the commission noted that the high school curriculum should be
differentiated in order to meet the needs of a society that was becoming
increasingly industrialized, urbanized and specialized. In addition to college
preparatory courses, the high school offered a wide range of career or
vocational courses.
Although the public high school system provided college preparatory,
schooling, it was not primarily designed to do so (Grittner, 1976). Until fairly
recently the high school was predominantly serving the needs of the so-called
terminal students. For a long time, well after World War I, the value of a high
school diploma was comparable to the value of a bachelor’s degree of today.
Because high school was considered the last step for the great majority of the
student body, there was no need felt to integrate high school and college
courses. Thus a problem which used to concern only the elite developed into
a major impasse for the expanding university system which was opening to all
social classes. Articulation has been an issue ever since that time. In 1918, the
National Education Association’s Commission on the Reorganization of
Secondary Education noted that the American educational system should

provide students with an articulated sequence of publicly supported educational
institutions which began in kindergarten and extended all the way through higher
education. The commission remarked that these institutions should function
together rather than in isolation. The commission’s recommendations and
remarks uncovered the underlying issue of sequencing high school and college
programs, an issue which has intensified in proportion to the growing
enrollments in high schools of students from all walks of life.
1.1.2 Articulation and enrollments
Social and especially international forces and patterns of school
attendance (at the high school level as well as at the college level) have
intensified the articulation problem between secondary and higher education.
The effects of these forces are first apparent in enrollment patterns but also in
the content of the curriculum. We will first discuss the evolution of enrollment
patterns in foreign language study.
Between 1910 and 1915, enrollments in modem foreign languages
soared: about 80% of high school students were in foreign languages, with 25%
of them in German (Grittner, 1977). After World War I, the support for promoting
foreign language education dramatically declined. The postwar isolationism
fostered a climate hostile to foreign language study, which was reflected in
enrollment patterns. In 1915, modern foreign language enrollments represented
35.9% of the total in public secondary school population (grade 9-12), and only

19.5% in 1934 (Dandonoli, 1987). Among the reasons often cited for such a
trend were the assimilationism of the melting-pot movement, utilitarianism in
education and isolationism in politics (Dandonoli, 1987). But the subsequent
decades were subject to the winds of political fashions with their influence on
foreign language education. As Patrikis puts it, "the renaissance of foreignlanguage programs derives in large part from pragmatic professionalism" (1987,
p.28). Interestingly enough, this concept of pragmatic professionalism (Edwards,
1987) did not acquire a political significance at the domestic level (as one would
expect given the American multicultural and pluralinguist population) but rather
at the international level. The growing U.S. involvement in world affairs
(economic and political) pointed to the perceived needs for polyglot staff. This
involvement coupled with the concept of the "shrinking world" made educators,
the general public and the American government reevaluate the important role
of foreign languages. During the Eisenhower and Kennedy administrations,
which were characterized by their enthusiasm for international affairs, the
government infused federal money into language programs.

Under the

provisions of the National Defense Education Act (NDEA), public schools were
subsidized to put foreign languages back into the school curriculum in "the
national interest." The NDEA years (between 1958 and 1968) witnessed a major
increase in enrollments in modem languages at high school and university
levels. In 1958, modern language enrollments represented 16.5% of the total

enrollments in high schools across the nation; in 1968, modern language
enrollments soared to 27.7%. Between 1968 and 1982, the percentage of
enrollments in modem foreign language programs of in the totality of public
secondary schools (grades 9-12) fluctuated between 27.7% and 21.3%.
However, the survey prepared in 1985 by the American Council on the Teaching
of Foreign Languages (ACTFL) shows a marked increase in enrollments, which
were up to 30.9%. In the late 1970’s, the impetus for developing foreign
language programs came from external forces once again. Various groups and
commissions, including the well-known Commission on Foreign Language and
International Studies established by President Carter, initiated a renewal of
interest in foreign language education and its place in the curriculum of the
future. Since then, several states have re-established requirements for foreign
language study at the high school level; similarly, several colleges and
universities are re-instating foreign language requirements for admission and/or
graduation (Dandonoli, 1987, Baker, 1984). As these foreign language
requirements are becoming widespread in an increasing number of secondary
and postsecondary educational institutions, the articulating of programs
becomes even more intensified because of higher enrollments and a lack of
communication concerning the curriculum between these two levels of
education. In the following section, we will examine the recent developments
in the articulating of foreign language programs.
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1.2 Articulating foreign language programs: Recent developments
The articulation challenge is not new to the foreign language profession;
it has only become more complex in the late 1980’s and early 1990's as foreign
language programs have become widely spread to various levels of education
nationwide. Over the decades, the approaches used to deal with the articulation
issues followed a consistent pattern; they included the usage of a specific
placement procedure (placement examination or a formula which equates a
certain number of years of high school study with a certain number of semesters
of college study), and attempts to open communication between secondary and
postsecondary institutions. We shall discuss these various approaches in the
ensuing sections.
1.2.1 Articulation and placement procedures
The problematic nature of articulation is best reflected in university
placement practices of incoming students. The purpose of placement is to
attempt to find the best match between the previous preparation of incoming
students and the programs offered by these universities (Heilenman, 1991).
Universities especially large ones, have opted for economical and time-saving
placement approaches. They attempt to deal with the articulation issue by
primarily employing two techniques: either an equivalency formula or
commercial or "home-made" placement tests. Although the precision of these
two techniques has not been adequately substantiated with empirical data, they
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are widely used to place incoming students. We will discuss both these
techniques.
1.2.1.1 Placement examinations
When education was still reserved for the elite class, entrance
examinations were fairly simple; they mostly consisted of interviews with a
professor. Students prepared for the classical curriculum (which consisted of
ancient languages, natural philosophy, mathematics and moral philosophy) in
schools attached to the college. Their preparation was achieved through
independent study or most often with a private tutor (Willingham, 1974). In the
1820’s, Thomas Jefferson recognized the need for more diverse and practical
courses. Among his remarkable innovations were the establishment of
professional schools at the University of Virginia, and the elective system which
contributed to a more diversified curriculum. By the latter half of the nineteenth
century, the college curriculum had become so varied that secondary schools
could not keep up with diverse college requirements. At the same time,
individual institutions started developing different entrance requirements. In July
1887, during a session of the National Council of Education, Principal James
H. Baker of the Denver High School seized the occasion to move for a thorough
investigation of the "rational selection and order of high-school studies with
reference to uniformity in high-school work, and consequent uniformity in
requirements for admission to college" (Krug, 1964, p. 18). The various college

entrance requirements along with the increasingly diversified curriculum
precipitated a crisis in articulation. It was not until the turn of the century that
there emerged two major forms of standardization to address the articulation
crisis. These standardization forms originated in two regions of the country: the
northeast and the midwest. In 1903 (Hampel, 1986), a group of leading private
institutions in the northeast founded the College Entrance Examination Board
as a cooperative arrangement for developing common entrance examinations
to colleges. In the midwest, public institutions developed accrediting
associations whose purpose was to approve high school curricula. Under the
pressure of this accreditation system, colleges required students to have a
diploma certifying successful completion of prescribed courses (Willingham,
1974). The initial euphoria caused by the establishment of these procedures
faded as unit requirements for college admissions became less specific. As a
result, high school and freshman curricula began to move in various directions.
In 1957, the Fund for the Advancement of Education pointed out that high
school-college articulation was a major problem (Willingham, 1974). In
subsequent decades, the resurgent problem of articulation has become even
more complex and far-reaching because of increasing enrollment in higher
education. Social forces, scientific and technological developments have also
contributed to a wide variety of curricular reforms.

The variety of curricula, and the diversity of secondary and
postsecondary institutions have further exacerbated the problem of articulation.
This was matched by a diversity of admission requirements among higher
education institutions and by a diversity of placement examinations. Although
placement tests have been around for quite some time, their development
(commercial as well as tests for local use) has boomed in the 1980’s. The intent
of a placement examination is a structured process designed to measure an
individual’s level of achievement in a specific area of study. The purpose of
such a measurement is to gather enough information about the student to place
him/her at the appropriate level in the instructional sequence. It is important to
examine the accuracy of such measuring instruments in the placing of students.
Stansfield (1990) notes that the MLA (Modern Language Association)
Cooperative Foreign Language Achievement Tests and the MLA Cooperative
Proficiency Tests for Teachers and Advanced Students have become obsolete.
The MLA Cooperative Tests were developed in the 1960's during the heyday
of the audio-lingual method. These tests take a formal and structural approach
to language and are at odds with today’s language theories of communicative
competence and proficiency (Lange et al., 1992). Halff and Frisbie (1977)
conducted a study at the University of Illinois at Urbana-Champaign (UIUC)
which was designed to address placement problems of incoming high school
students. UIUC elected to use the College Entrance Examination Board (CEEB)

test instead of the equivalency formula to place their incoming students. In a
previous study conducted in 1974, the results had indicated that 74% of the
students with two French high school units (HSU) who took the French
placement exam were placed in first semester French, and so did 30% of the
students with three HSU. Furthermore, Halff and Frisbie observed that for 1973
and 1974, a majority of students in French, Spanish, and first semester German
courses had HSU in the language they were studying. More striking are the
results on the placement test: "the average CEEB Foreign Language Placement
Test raw score for all these samples was at or near zero" (p.406).
In a survey conducted in 1987 on the status of articulation and placement
in Spanish departments across the nation, Klee and Rogers (1989) found that,
of their respondents (a total of 58 institutions), 30% used the CEEB, 20% used
a form of the MLA examination, and 35% used a local test. The remaining 15%
of the respondents used other placement procedures. The satisfaction rate
varied for each of these three types of placement examinations; 64% of the
departments using locally produced tests were satisfied. This may be attributed
to the fact that these tests tend to reflect departmental curriculum and
methodology. The major complaints expressed by these departments were that
speaking and listening were not evaluated, that their tests were too grammaroriented, and more importantly that they did not place students accurately. With
the CEEB, only 17% of the departments using this examination were satisfied.

Moreover, the most common complaints were that "it [CEEB] does not
coordinate with the methodology they use in the classroom; more specifically,
that it is not proficiency-oriented" (Klee and Rogers, 1989, p.765), and that it
does not place students accurately. As to the respondents using the MLA
examination, 70% of them were dissatisfied with this exam. The major
complaints centered on the outdatedness of the test and its poor predictive
validity. Regardless of the type of placement instrument used, almost all the
departments surveyed complained about the poor placement accuracy of these
tests. Consequently, most of these departments (97%) made adjustments during
the first few weeks of the semester, allowing students to place in lower level
courses. Given the general dissatisfaction with the placement examinations,
some universities prefer to use an equivalency formula. The practice of the
equivalency formula is far more appealing in that it is swift and straightforward;
its major advantage lies in the fact that it can be accomplished by clerical rather
than professional personnel. We will therefore discuss this formula in the
ensuing section.

1.2.1.2 Seat-time or equivalency formula
Most departments use an equivalency formula which equates one year
of high school foreign language study with one semester of college study. The
validity and reliability of such a formula have not been substantiated by
empirical data. However, in a study on speaking proficiency of undergraduate

students at the University of Wisconsin (UW), Magnan (1986) found a significant
positive relationship between level of proficiency and level of study. Magnan’s
findings support the formula; however, these results may be tainted by high
school experience in the language studied (30 % of UW first year French
students are false-beginners). False-beginners are defined as students with
previous study of French, and true-beginners refer to learners with no prior
experience of study in the language. Furthermore, the sample was composed
of four groups: (1) end of first year, (2) end of second year, (3) end of third year
or minor and (4) end of fourth year or major. The sample size (10 students per
group) may not lend itself to generalization. In a survey of college students in
California, Schwartz (1985) found that when using the one-year/one-semester
formula, 42% of incoming students with an average of two years of foreign
language study started all over again in college (Lange et al., 1992). Similarly,
in a survey of college Spanish programs, Klee and Rogers (1989) observed that
students with two years of language study in high school generally placed in
college into a range of levels from first to third semester, the majority placing at
the lower levels. It appears that the equivalency formula is not supported by
actual patterns of student placement. Walsh (1968) believes that the
equivalency formula is not adequate. Rather, he proposes that without the use
of departmental tests or national instruments such as the Modem Language
Association Cooperative tests "we cannot do an adequate job of placement"

(p.429). Walsh’s statement closes the loop of the placement problem (tests or
equivalency formula) which most universities try to overcome. For some
educators and researchers, placement testing and the equivalency formula
constitute nothing more than a quick remedy to a chronic problem. However,
such statements need to be considered in the light of two important factors: 1)
mandatory or optional placement examinations for all incoming students, and
2) significance accorded to students’ results on these examinations.
In their national survey on Spanish programs, Klee and Rogers (1989)
found that 49% of the departments which do provide a placement examination,
have made the examination mandatory for all entering students with one year
or more of high school study of Spanish. Approximately 22% of the departments
made the placement exam optional. In other departments, the test is mandatory
only if the students wish to fulfill the language requirement through the test or
to bypass the first two courses. A concern, which arises from optional placement
testing, involves the possibility of having students score deliberately poorly on
a test in order to be allowed in a beginning course level. This in turn
contributes to having in the same language course students with prior
experience in the language and students without (i.e. true- and false-beginners).
In their attempt to alleviate the problem of mixing true- and false-beginners, the
University of South Carolina, and other public and private colleges in the state,
established mandatory placement testing of all incoming students (Hill and

Mosher, 1989). The institutions involved in this project in South Carolina
underscored the importance of making students’ results on placement
examinations binding. On the significance of a placement test, Wherritt and
Cleary (1990), discovered, in their national survey investigating the state of
Spanish-language testing for placement and outcome assessments, that only
22% of the basic sample and 34% of the selected sample reported that they
penalized incoming students who take courses below the entrance requirement.
The basic group consisted of a total of 79 B.A.-granting institutions randomly
selected, and the selected group included institutions (mostly large researchbased universities) which were thought by the authors to be involved in
developmental activity in language teaching and testing. The survey also
showed that 52% of respondents rewarded incoming students for placing above
the entrance requirement by giving those students college credits. Wherritt and
Cleary (1990) report that in their comments, two of their respondents were trying
out new placement procedures which included a penalty for students who
deliberately scored poorly on a placement exam. Other respondents, whose
institutions were not allowing students to repeat high school language study,
claimed that the policy was working well. Such policies of incentives and
penalties are designed with the goal of alleviating the problem of mixing trueand false-beginners.
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1.2.2 Beyond
shared goals

placement procedures, towards collaboration and

Some speculate that dissatisfaction with equivalency formulas and
placement examinations may due to the instruction in secondary schools
(Warriner, 1977). It may also be due to the poor validity of these placement
procedures. In this vein, Swaffar (1991) points out that the inefficiency of
placement instruments in general is the symptom rather than the cause of a lack
of articulation. It has become clear that the most probable solution to the
problem of articulation lies in a strong collaboration between high schools and
colleges and in the continuity of shared goals. The development of a shared
framework of what students should know and be able to do will ultimately
emerge from efforts of collaboration. In the next two sections, we shall examine
the need for shared learning outcomes and the recent developments of
articulation programs.
1.2.2.1

Articulation: The need for shared learning goals

If one considers the overwhelming body of research on communicative
competence during the 1980's, one would expect articulation between high
schools and colleges to be theoretically possible at the lower levels since the
content of these courses is similar (Lafayette, 1980). However, as the above
studies on placement instruments show, the problem of articulation is far from
being solved. A great number of incoming students are still being placed at
levels lower than those they had completed in their high school programs, "often

actually entering college foreign language study at the introductory level after
two, three or even four years of high school experience in the language" (Lange
et al., 1992. p.284). For Crawford-Lange (1986), such "backplacing" practices
of incoming students reflect the remediation role "endorsed" by colleges and
universities. But as Swaffar (1991) claims and other researchers suggest,
"remediation fails to address the main issue lurking behind the placement
dilemma: our high school and college courses do not complement one another"
(p.28). While communicative competence has made some inroads into high
school curriculum and instruction, it remains to a certain degree at the
acknowledgement level in most universities. While high schools teach toward
communicative competence, colleges still emphasize grammar knowledge
(Swaffar, 1991, Byrnes, 1991).
The lack of articulation has become a pressing problem for the foreign
language profession. For Swaffar (1991) and Byrnes (1990), the gap between
high school and university practices is the result of a lack of shared goals
defined in terms of performance objectives. For Swaffar (1991), the historical
shift to a more functional curriculum has trickled down into secondary programs,
while their postsecondary counterparts, despite their acknowledgement of the
importance of functional use of language, are still burdened with the "analytical
curriculum" - the grammar-centered curriculum. Corbeil (1992), Swaffar (1991)
and Gonzalez Pino (1992) tend to agree that high school language programs
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are more proficiency-oriented than those of universities. "While the importance
of functional use is acknowledged at the college level, it has made relatively few
inroads into college placement and testing procedures" (Swaffar, 1991, p.28).
However, in a survey conducted on articulation between high school and college
levels in Texas by Gonzalez Pino (1992), 95% of the colleges and universities
surveyed reported that they stressed the four skills with minor emphasis on
vocabulary, grammar and culture. The public school supervisors surveyed
reported the same emphasis in their language programs. Yet, supervisors
viewed college programs as being more grammar-oriented and emphasizing
reading and writing as much as high schools emphasize listening and speaking.
About 93% of the respondents in all categories reported that their faculty
believed articulation to be important. By contrast, only 15% of the public school
supervisors believed that articulation was important for college faculty. Clearly
there is a lack of communication between these two levels of education. Without
a collaborative effort, searching for shared standards or goals would be like
searching for the Holy Grail.
1.2.2.2 Collaboration and cooperation
The ideal sequencing of foreign language programs implies collaboration
and cooperation between high school and university administrators as well as
educators. Such efforts could provide some solutions to the articulation problem.
Although attempts have been made to open the communication channels
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among educational institutions, the dialogue has remained at the embryonic
stage for a long time.
Communication between the teaching professionals in secondary and
postsecondary institutions has always been viewed as a prerequisite to
improving subject articulation. Local, regional and even national associations
devoted to the teaching of foreign languages have attempted to bring together
the teaching profession at both levels by organizing conferences, summer
institutes or workshops (Menacker, 1969). Although these efforts were important
in calling attention to the various articulation problems, they did not make the
necessary impact. The lack of immediate results from these topic-oriented
conferences and workshops led some educators to blame their counterparts for
the patterns of student deficiencies. Criticisms came from both sides. For some,
the absence of a structured dialogue comes from the bottom, i.e from the
secondary schools. "The most serious deficit to be corrected is the present
imbalance in initiative effort. There is almost a total lack of initiation of
articulation programs and efforts on the part of the secondary schools"
(Menacker, 1969, p.221). Some reject this unfounded passivity based on the
grounds that high school educators face a student population with a vast range
of differences in terms of maturity, general education, socio-economic
background and motivational drive. Furthermore, they are confronted with large
classes and heavy schedules, with no time for anything else. Critics from the
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secondary level have in turn charged their college counterparts for the evils of
program sequencing. Foreign language departments in colleges have been
charged with a lack of interest in pedagogical issues. For Seelye (1971),
"college teachers have generally squandered their time and energies on
irrelevant issues about which no one gives a damn" (p.360). Seelye adds that
"college teachers apparently get their training for their preciosity from doing
those grandiloquently worthless dissertations" (p.360) and as such they cannot
be expected to search for solutions to the various educational problems with
which pedagogues are concerned. Criticism and blaming are still going on;
nonetheless committees and associations were formed to investigate the lack
of communication between high schools and colleges. In 1973, with the
Articulation Agreement, Rule 6A-10.024 of the Florida Administrative Code,
horizontal (coordination of a curriculum across the same course level) and
vertical (continuity of a program from its beginning to its completion) articulation
was formally established for universities, community colleges and school
districts in that state (Palinchak, 1988). The mandate, was to establish that "the
course offerings of high schools and colleges are to be coordinated in order to
prevent unnecessary duplication", that "community college courses are to be
complementary to high school curriculum" (Palinchak, 1988, p. 22). In the
specific area of foreign language education, however, the Florida legislature set
only minimal standards although some universities were seeking higher

standards for the baccalaureate. Those higher standards were still being studied
after the publication of Palinchak’s book. No further information is provided on
the nature of these standards, nor on whether high schools were involved in the
development of those "higher standards" requested by universities. Overall, the
coordination of foreign language programs is emerging as an important item on
the agenda of the educational system, but an item that needs to be dealt with
by structured committees.
In 1977 the Standing Committee on Articulation of the New York State
Association of Foreign Language Teachers (NYSAFLT) conducted a survey to
investigate the degree of communication and the relationship between
secondary and postsecondary institutions (high schools and two and four-year
colleges) in the state of New York (Webb, 1979). In June 1978, the results of
the survey were tabulated. The

findings

clearly show a lack of regular

communication between secondary schools and colleges. The results also
indicate that the primary sources of communication lay, haphazardly, in the
hands of student teachers, personal friends, former students, catalogues, etc...
Because such sources are not professionally designed or trained to investigate
the high school-college relationships for a better coordination of the language
programs, several organizations have been formed at the regional or state level
to address the sequencing of such programs.

In 1985, the New York State Association of Foreign Language Teachers
(NYSAFLT) Articulation Committee was formed to focus its efforts on the
secondary-postsecondary connection (Jeffries and Taylor, 1991) for uniform
criteria for placement and a commonly shared curriculum. Three major factors
were at the origin of this project: (1) the Regents Action Plan which established
a minimum language requirement (2 years) for all college-bound high school
students in New York, (2) the need for better transitions into college courses in
the state university system, and (3) the need for a common instructional
framework based on proficiency (Jeffries and Taylor, 1991). The first graduates
of this new curriculum instituted by the NYSAFLT Articulation Committee
entered college in fall 1992; no findings have been reported as to the
preliminary outcomes of this newly implemented curriculum. Similar projects
have been undertaken in other states. In spring 1986, during a meeting of the
South Carolina Conference on Foreign Language Teaching, the Department of
Foreign Languages and Literatures at the University of South Carolina
organized a forum to which high school teachers and representatives of
postsecondary foreign language departments were invited (Mosher, 1989).
Following this forum, the South Carolina Council on Foreign Language
Placement and Curriculum (SCCFLPAC) was founded. This council is an
independent organization which is neither attached to the State Department of
Education nor to the state foreign language association. It major goals are:
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1. to set proficiency-oriented goal/outcome statements for the secondary
level. The council felt that there was a need to set realistic goals of what can
be expected of a student. Unlike the traditional outcome statement which
emphasized material covered and grammar/vocabulary, the SCCFLPAC
determined its goals in terms of what function a student can be expected to
perform, in which context and with what degree of accuracy. However, at the
time of the publishing of Mosher’s article, these proficiency goals were not set;
a working draft was being circulated among the postsecondary departments.
2. to establish a uniform format for the development of new placement
instruments for postsecondary foreign language departments.
It is apparent that the existing status of divergent states of learning
outcomes across schools as well as across states is presenting the profession
with a major challenge: the development of common outcomes which could be
used by educational systems across the nation. In 1991, the American Council
on the Teaching of Foreign Languages (ACTFL) in collaboration with other
organizations in foreign language education took up the challenge. In January
1992, the U.S. Department of Education and the National Endowment for the
Humanities awarded ACTFL a grant to "develop and disseminate voluntary
national standards for foreign language education, kindergarten through 12th
grade" (ACTFL report release, 01/26/1992, p.1). ACTFL and its three project
collaborators, the American Association of Teachers of French (AATF), the
American Association of Teachers of German (AATG), and the American
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Association of Teachers of Spanish and Portuguese (AATSP) implemented
several task forces, two of which were committed to developing proficiency
standards for students. Unlike the K-12 task force, the task force for grades 1316 of higher education was unfunded. The goal for this collaborative project is
to develop and disseminate national standards (Jackson, 1993). Until then, the
proficiency outcomes lie in the hands of the individual teacher or school.
1.3 The present study
The literature reviewed in this chapter indicates that the problem of
articulation is not recent in the field of foreign language education. The lack of
articulation is revealed through placement patterns. Surveys (Halff and Frisbie,
1977, Schwartz, 1985, Klee and Rogers, 1989) show that a majority of incoming
students with two years or more of a foreign language study in high school were
placed in the first semester in the same language in college. Colleges and
universities have resorted to two major strategies to overcome this problem. The
first strategy consists in using a placement examination (be it a locally
developed or commercial test). Complaints have been voiced against these
assessment measures; most complaints were that the tests are too grammaroriented and that they do not place students accurately. Similar discontent has
been expressed toward the second major strategy used to place students, i.e.
the equivalency formula. In their surveys, Schwartz (1985) and Klee and Rogers
(1989) found that the equivalency formula is not supported by placement
patterns in the lower level courses. The lack of precision of both placement
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examinations and equivalency formula is a symptom of a deeper problem, i.e.
the lack of common learning outcomes. Developing common standards remains
an important challenge for the profession, a challenge taken by the American
Council on the Teaching of Foreign Languages. In light of these studies and
surveys on articulation, it behooves us to reanalyze the thorny problem of
articulation between high school and university foreign language programs.
The purpose of this study is to examine whether there exists a difference
between high school students completing French II and college students
completing French 1002 (second semester French) on their performance on
examinations of culture, listening, reading, grammar, speaking and writing. The
research questions this study proposes to address are:
1. Are there significant differences in performance between high school
students and college students in culture, listening, reading, grammar, speaking
and writing after 2 high school years or 2 college semesters of learning French?
2. Are there significant differences in performance between high school
students and college false-beginners in college in culture, listening, reading,
grammar, speaking and writing after 2 high school years or 2 college semesters
of learning French?
3. Are there significant differences in performance between high school
students and true-beginners in college in culture, listening, reading, grammar,
speaking and writing after 2 high school years or 2 college semesters of
learning French?

CHAPTER 2
REVIEW OF RELATED LITERATURE

The problem of articulation is as old as the American educational system
itself. Today, the problem has been exacerbated by high enrollments, the
mobility of the population, and the existence of a number of methodological
trends in foreign language education. Lafayette (1980) discusses in depth those
factors affecting articulation of curriculum. He argues that articulation is a
relationship among elements, a linking of previous, current and future learning.
For him, a well-designed curriculum is articulated along three axes: internal
articulation, sequential articulation and external articulation (the standard terms
used currently in the field of curriculum are: horizontal articulation, vertical
articulation and inter-/multidisciplinary articulation). Horizontal articulation refers
to the coordination of a curriculum within various sections of the same course
which are simultaneously attempting to achieve the same objectives. The first
step in establishing horizontal articulation is to develop an internal consistency
in terms of materials, instructional practices and assessment strategies. Vertical
articulation refers to the continuity of the program throughout the length of the
program. Vertical articulation is concerned with the internal flow of a program
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from its beginning to its completion. This type of articulation entails agreement
of the goals of the entire program, learning outcomes for each year or cluster
of years of the program, instructional strategies to help students achieve stated
outcomes and appropriate evaluation strategies. The final axis of articulation is
inter-/multidisciplinary articulation which addresses the coordination of foreign
language study with other areas of the curriculum. The representative literature
on articulation points to the problem as basically one of vertical articulation
(Lange, 1986, Byrnes, 1991). It is in part a mechanical problem, deriving from
the existence of a diversity of curricular systems within secondary and
postsecondary institutions. It is also due to the lack of common standards
among university entrance or graduation requirements. In the present chapter,
we shall discuss these issues. The first part is an overview of recent language
methodologies and approaches and examines how these may or may not
impact on articulation. Part two reviews the problem of articulation from a
placement perspective, and the final part provides a summary
2.1

Language methodologies/approaches and their implementations

The concept of what language is, and particularly the derivative
methodologies, has had a great impact on foreign language instruction. It is a
major factor for curricular design, to a certain extent for classroom practices,
and ultimately for learners’ outcomes. In the ensuing subsections, we will first
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examine some recent language methodologies and approaches. Then we will
discuss their possible impact on classroom practices and articulation.
2.1.1 Overview of contemporary language approaches
Since the nineteenth century, the profession has witnessed the
development of various language methodologies, many with claims of being the
"true religion" (Byrnes, 1991). Apart from audiolingualism, none of these
methods unified the profession. Where there was once a consensus on the
"right" way to teach foreign languages, many educators now believe that a
single right way does not prevail (Doggett, 1993). Language instruction has
been turning to an "eclectic approach" which, as its name suggests, would
involve the use of a selection of specific instructional activities with the goal of
helping students develop language and cultural competences. The literature
reviewed for this study did not reveal any comparative study demonstrating the
superiority of one method over another, nor did it show the predominance of
one method over another. Yet, the literature suggested that communicative
competence and proficiency appear to be the underlying principles of language
instruction for many an educator, if not in practice at least in theory (Higgs,
1987).

Unlike

other approaches and their derivative

methodologies,

communicative competence provides a global conceptualization of language.
Dell Hymes defines communicative competence as the knowledge an individual
needs to have in order to be an effectively functioning member of a speech
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community;

in

other

words

communicative

competence

incorporates

sociolinguistic and contextual competence as well as what Chomsky refers to
as linguistic competence, in short, language competence includes not only the
knowledge of linguistic rules, but also how, when, and where to use these rules.
These "how, when and where" or sociolinguistic and contextual competence
constitute the essence of the current definition of proficiency.
Prior to the communicative competence movement of the 1970s, foreign
language proficiency was largely conceptualized in terms of structural
knowledge and grammatical accuracy. With the concept of communicative
competence and its influence in academia came new insights for language
proficiency. The foreign language profession came to address issues concerning
the various components of language ability which learners need to develop in
order to know a language well enough to use it in context.
The current model of proficiency or functional proficiency describes the
competencies that enable an individual to define what it means to know a
language. It defines language ability according to 1) functions: linguistic tasks
performed such as describing, requesting information, expressing opinion, etc..;
2) contexts/contents: both the situations in which the communication takes
place (formal setting, transactional situations...) and the themes of the
communication such as concrete topics, general interest, abstract topics; 3)
accuracy: the precision of the message in terms of fluency, grammar, lexicon,
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pronunciation, sociolinguistic competence. This functional trisectional model
served as the blueprint for the ACTFL Proficiency Guidelines. These guidelines,
developed by the American Council on the Teaching of Foreign Languages
(ACTFL) and the Educational Testing Service (ETS), define what language
users are able to do with the language at various stages. In other words, they
represent a hierarchy of global assessment descriptors of integrated
performance in speaking, listening, reading and writing. They identify stages of
proficiency, as opposed to achievement. As such, they are intended to evaluate
what an individual can or cannot do with the language regardless of how, where
and how long this individual has acquired the language. Unlike dominant trends
of the past, a proficiency orientation does not mandate a method, instead it
offers an organizing principle for developing course objectives and defining
learners’ outcomes upon completion of a program of study (Shrum and Glisan,
1994). This view assumes that coursework should not be defined in terms of
how many chapters have been covered but by how much learning has occurred.
The major instructional shift that is currently creating ripples in the profession
is best summarized by this concept of proficiency which itself has gained
prominence as a testing procedure for the assessment of oral use of the
language. Proficiency captured the attention of the profession because it was
shifting from the old indirect performance measurements of years of study,
grades, scores on standardized examinations, form-centered tests in favor of a
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more direct global assessment of functional abilities (Byrnes, 1991). Small
wonder that the ACTFL rating scale and the concept of proficiency became a
rallying point for solutions to the problems of articulation, a reality much
reflected

in establishing proficiency-based entrance or exit language

requirements and in local, regional and national initiatives which address the
articulation issue.
2.1.2 Instructional practices
With all this research, one may think that communicative competence and
proficiency would become more of a concept and be applied at the various
levels of education in an effort to produce proficient students moving in
articulated programs. The reality is that no common ground has been agreed
upon in terms of the knowledge base to be acquired or in terms of the level of
proficiency to be achieved by students at various check levels of education. In
addition, the area of competence implied by communicative competence
(linguistic and sociolinguistic knowledge) requires a tremendous amount of work
by teachers in order to provide optimal conditions in which the learning of the
target language is a shared and constructed activity between them and their
students, and among students. Most important, the classroom needs to become
an approximated sample of the target culture so that learners use language for
negotiating meaning in a purposeful way. Furthermore, evaluating any type of
activity necessitates accurate, yet global instruments. The reality of most

classrooms is that most teachers have several classes averaging 25 students
each and meeting daily for 50 minutes. Instructional practices show that
knowledge and language proficiency are often equated with "coverage"
(covering the required number of chapters). Oftentimes, "there is too much
between the covers of those textbooks to cover" (Warriner, 1977, p. 1). The
speed of coverage of material contributes significantly to a lack of the creative
contributions of the apprentice learner in relation to the material being covered,
a model which emphasizes language replication over language creation
(Swaffar, 1989). Despite this imposed struggle to "cover the book" and heavy
loads, high school teachers seem to take a proficiency-base approach to their
instructional practices. According to Swaffar (1991), high schools emphasize
functional use of language while their postsecondary counterparts concentrate
their efforts on the "grammar yardstick". The results of Gonzalez Pino’s survey
(1993) on the secondary and post secondary practices in Texas point in the
same direction; universities seem to be "behind" and more "grammar-oriented."
Furthermore, the universities surveyed believe that they emphasize all four
modalities however, this is not supported by the data. If we assume that such
is the case, then the profession needs to overcome this divergence in goals in
order to achieve a certain degree of articulation. There seems to be a total lack
of articulation between secondary and postsecondary levels (Byrnes, 1988).

Articulation between secondary schools and institutions of higher
education is very important in order to avoid unnecessary duplication of course
material and proficiency development. To improve articulation, the profession
needs first to implement proficiency-based curricula and second to reach a
consensus on student proficiency standards to be achieved at various check
points of the educational system. Because of their very nature, student
standards are inherently linked to placement procedures. The underlying
purpose of placement procedures is to develop a continuous and efficient
coordination of language programs from high school level to college level. In the
following section, we shall examine some traditional placement procedures and
some innovative ones which are currently used to place students.
2.2 Articulation and placement procedures
2.2.1

Trends in foreign language requirements

Since the President’s Commission on Foreign Languages and
International Studies in the late 1970’s, there has been a renewed interest in
foreign language education which has manifested itself both in increased
enrollments and in strengthened requirements by institutions of higher
education.
Between 1982 and 1985, high school enrollments in foreign language
programs increased by 38 % (Barnes, Klee and Wakefield, 1991). This increase
in enrollments at the secondary level was concurrent with an increase at the
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postsecondary level. In Fall 1990, the Modern Language Association (MLA)
conducted a survey of foreign language registrations in institutions of higher
education. The survey was sent to 2,796 two- and four-year institutions. The
response rate was 98.2% (Brod and Huber, 1992). The results of the survey
show that there was an 18% increase in foreign language registrations between
1986 and 1990. A growing number of B.A.-granting institutions established
foreign language requirements for admission as well as for graduation.
In 1987-1988, the MLA conducted a survey of foreign language entrance
and degree requirements (FLEDR) under a grant from the U.S. Department of
Education (Brod and Lapointe, 1989). Questionnaires were sent to 1,507 fouryear institutions and 1,088 two-year colleges across the country; the response
rates were 98.3% and 92.8% respectively. The results revealed that foreign
language requirements reported by the four-year institutions were far less
frequently found in the two-year colleges. Of the two-year colleges surveyed,
3.3% had an entrance requirements and 18.0% had a degree requirement; the
results were 25.8% and 58.1% respectively for the four-year colleges and
universities. The survey also showed a regional variability for foreign language
requirements. The table below reveals an uneven regional distribution in foreign
language requirements. In addition, it shows evidence of a trend toward
increased requirements.
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Table 2.1: Foreign language requirements bv region

MLA Survey of Foreign Language Requirements by Region
1982-1983 and 1987-1988

Region

Percent with
Entrance Requirements

Percent with
Degree Requirements

1982-1983

1987-1988

1982-1983

1987-1988

New England

30.6

39.4

37.9

43.2

Mid-Atlantic

33.6

39.2

41.2

51.6

Great Lakes

8.9

19.6

54.7

62.0

Plains

2.0

7.1

38.3

58.8

Southeast

7.0

25.4

56.4

68.1

Southwest

3.2

8.0

60.0

69.6

Rocky

0.0

20.5

39.5

48.7

13.9

35.6

35.2

45.9

Mountains
Far West

These sudden increases in enrollments as well as in the type of
requirements have only intensified the problem of articulation, thus forcing
colleges and universities to favor cost and time efficient placement measures.
Institutions were and still are faced with the issue of placing a larger population
of students with various backgrounds in foreign language study.
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The literature shows that there are two major procedures used for
placement in a foreign language course for credit in higher education. The first
one is using time as an indicator of mastery; this solution is often referred to as
seat-time requirement. The second procedure involves placement instruments.
In addition to these two well-established procedures, another approach is only
at the embryonic stage; this third procedure is more encompassing and relies
on the development of common proficiency standards at several check points.
We will discuss these procedures in the following sections.
2.2.2 Placement procedures
2.2.2.1

Some standardized placement tests

Each semester, foreign language departments face the challenge of
placing incoming students into a basic language sequence. Each department
tailors a placement procedure for its own course sequence. A variety of
placement procedures are available to choose from;

self-placement,

commercialized tests, or in-house testing instruments. Gonzalez Pino (1992)
found in her survey of placement procedures used by universities in Texas, that
50 % of the departments use credits and the rest use placement examinations
to assign students to a specific level of instruction. In a national survey covering
58 institutions of varying sizes, Klee and Rogers (1989) found that 75% of the
language departments surveyed use some type of placement examination; of
these 75%, 30% use College Entrance Examination Board, 20% use a form of
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the MLA Cooperative Foreign Language Tests and 35% use a local test. The
MLA’s 1987-1989 survey of foreign language programs across the nation
included a series of questions about the placement of incoming students with
previous language training in appropriate introductory classes (Huber, 1993). As
Table 2.2 suggests, the most frequent placement mechanism is the
standardized test.
Table 2.2: 1987-1989 MLA survey of foreign language programs: Student
placement practices

Procedures of student placement

Percentage using

Student choose own classes

8.1

Chair/language coordinator decides

16.9

Using seat-time

18.0

Scores on standardized tests

57.0

Total number of surveyed programs

100.0
(n = 568)

The figures from the above surveys (Gonzalez Pino, 1992, Klee and
Rogers, 1989, and Huber, 1993) clearly indicate that a majority of departments
use standardized tests to place incoming students. In the present section, we
will discuss the tests mentioned above and other commercialized placement
instruments such as the University of Wisconsin College-Level Placement Tests,
the ACT Foreign Language Placement Examinations, and the innovative
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examinations developed by Brigham Young University which make use of a
computerized adaptive testing format.
2.2.2.1.1

MLA Cooperative Foreign Language Tests

The MLA and Educational Testing Service worked in collaboration to
develop batteries of tests "held to be of improved relevance in five foreign
languages" (Dizney and Gromen, 1967, p. 1127). Between 1960 and 1963, the
MLA Cooperative Foreign Language Tests were planned, written, pre-tested,
revised and standardized (Astman, 1966). The content and format of these tests
have not been modified since their introduction. Among the suggested purposes
for these tests are the placement of students in a sequence of foreign language
study at the college level.
These tests provide measures of the four modalities (listening, speaking,
reading and writing) in French, German, Italian, Russian and Spanish. Listening
and reading are measured objectively whereas "in the case of writing and
speaking a degree of scorer judgement is exercised" (Dizney and Gromen,
1967, p. 1128). The test has two levels, L and M, each having two forms
designated as A and B. The L level test is designed for first year of language
learning in college (1-2 years of high school study in one of the 5 languages
cited above) and level M is for second year college (3-4 years of high school)
(Buros, 1975).
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The four skills are tested in the same test booklet. Approximate testing
times are: 25 minutes for listening, 10 minutes for speaking, 35 minutes for
reading and 35 minutes for writing.
The reading test contains 50 items, 20 of them consisting of sentences
where one word or phrase has been omitted; the examinee is asked to select
from the four choices the one which best fits in with the meaning of the
sentence as a whole. The remaining 30 items are questions or incomplete
statements which follow short passages. All the questions and incomplete
statements, and answers are in the target language.
In the speaking test, the examinee listens to short utterances which he
is required to repeat aloud. In the second section, the student is asked to read
a short printed passage aloud. The third section of the test asks the student to
answer orally a question about each drawing, e.g. "Where is the book?" (Buros,
1975, p. 199). In the fourth and final section, the student has to tell "a story
about" a single picture (e.g., a wife bringing her husband a cake from the
kitchen) and a series of four pictures.
Most of the writing test (all of the M level writing test) is made of items
which would be described today as discrete grammatical items and some
vocabulary items. The first part of the test (level M) consists of sentences where
one word has been omitted. In the second part, the examinee is provided with
questions to answer. In his answer, all the nouns must be replaced by personal
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pronouns, or by "en" or y . The final part consists of a passage with slash
sentences; the complete sentences should fit logically and grammatically into
the context of the passage.
The reliability coefficients are as follows: (1) listening: .89 for French, .89
for German, .90 for Spanish; (2) Reading: .93 for French, .90 for German, .89
for Spanish; and writing: .95 for French, .90 for German and .89 for Spanish.
In their article, Dizney and Gromen (1967) report that there was no
published evidence as to the validity of this test for placement purposes; the
reviewed literature did not provide this information either. Nonetheless,
postsecondary institutions have been using and still use this instrument
(particularly the reading and listening sections) to place incoming students.
2.2.2.1.2

University of Wisconsin Foreign Language Placement Tests

In 1984, the faculty at the University of Wisconsin organized a
symposium to discuss the state of placement testing in French, German and
Spanish. The symposium’s conclusions were clear: the available tests were
outdated and were not valid for the local curricula. Three subcommittees, one
in each language, were formed and they developed three tests. The first form
(Form 871) of the tests for the three languages was released in 1987. Three
additional forms were subsequently created; Forms 881, 891 and 901 were
respectively developed in 1988, 1989 and 1990. In 1990, a listening
comprehension test was devised for each language (Cohen, 1993). The

development of these tests was a collaborative work between the University of
Wisconsin System faculty and Wisconsin high school teachers. A breakdown of
the participating members shows that 1) in the French placement Test
Committee for Form 901, one out of seven members was from a high school;
2) in the German Placement Test Committee for Form 901 there was no
representative from the secondary level; and 3) in the Spanish Placement Test
Committee only one representative out of 10 was from the secondary level.
Each test (Form 901) consists of a grammar and reading section, and a
listening comprehension section. Each module was pilot-tested in multiple
versions in several Wisconsin high schools and on the campuses of the
University of Wisconsin.
The sole purpose of this test is the placement of incoming students into
introductory college courses in French, German or Spanish. As a placement
tool, the test had to be easy enough to allow students with one year of language
study in high school to answer many questions, and yet it had to have a certain
level of difficulty to measure competence of students with 4 or 5 years of
language study. According to the testing brochure, the test is so precise that it
can place a student

in 5 different levels of language coursework at the

university level, i.e. from first semester through fifth semester. Although, the UW
placement testing was initially developed for local use, it is now a commercial
instrument available to any institution.
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The test of the University of Wisconsin has a multiple-choice format to
measure the various types of language competence: grammar/reading
comprehension and listening comprehension.
Each module is entirely in the target language (except for the
instructions) and consists of multiple-choice questions with four answers for
each item. The modules are designed as tests of skill and not speed: the
Grammar/Reading Comprehension module is 60 minute long. The testing time
needed to complete the Listening Comprehension test is 30 minutes.
The combined reliabilities of all the tests (i.e. Grammar/Reading
Comprehension test and the Listening Comprehension test) are above .90. The
separate reliabilities are "above .85 and most are .90 or greater" (Cohen, 1993).
2.2.2.1.3 College Board Achievement Tests in foreign languages
College Board Achievement Tests in foreign languages were first
developed during the heyday of the audio-lingual method (Dufau et al, 1965).
They were available in six modem foreign languages: French, German, Hebrew,
Italian, Russian and Spanish. In addition to these languages, they are also
available today in Latin and Japanese. No changes have been made over three
decades in the length of administration and format of the tests themselves,
however, changes were made in the content. All the tests necessitate one hour
of testing time, and all consist entirely of multiple-choice questions. The French
Achievement Test with Listening and Japanese with Listening became available

for the first time in 1992-1993 (Taking the Achievement Tests 1993-1994. The
College Board, Fall 1993). In November 1993, German with Listening and
Spanish with Listening also became available. The Foreign Language Tests with
Listening can only be taken at participating high schools. In their national survey
on placement, Klee and Rogers (1989) found that only 17% of the departments
using the CEEB were satisfied with this test. The most common complaints
were that this examination was not proficiency-oriented and that it does not
place students accurately.
2.2.2.1.4 ACT Foreign Language Placement Examinations (FLPE)
Like most universities, the University of Illinois at Urbana-Champaign was
confronted with the issue of placement and how to find a cost-efficient
instrument which could provide accurate information about the test-takers’
proficiency. To address this issue and after reviewing available placement
measures, the Office of the Vice-Chancellor for Academic Affairs funded the
Assessment of Foreign Language Skills (AFLS), a two-year project to develop
placement examinations in French, German and Spanish for students enrolling
at the University of Illinois at Urbana-Champaign. These examinations are
available today and are distributed by American College Testing (ACT). In the
following subsections, we will discuss the characteristics of the French
Placement Exam (FPE).
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The underlying principle of the FPE is the notion of contextualization and
therefore of testing language in a meaningful context. This principle reflects the
theoretical backbone of communicative competence and proficiency-based
instruction. Authentic materials are used for the reading section of the test and
adapted stories or stories written by native speakers are used as passages for
the modified cloze passages. "All test items are thus based on discourse that
is several paragraphs in length" (ACT Placement Programs. Foreign Language.
French Placement Examinations - User's Guide. 1993, p. 3).
The FPE is a standardized and machine-scorable test with a multiple
choice format. Consequently, there are no items to assess the students’
proficiency in speaking and writing. This examination takes a hybrid approach
including "items that focus on discrete, specific features of grammar, vocabulary,
and content with other items that require a more global comprehension or
synthesis of elements in the discourse" (ACT Placement Programs. Foreign
Language. French Placement Examinations - User’s Guide. 1993, p. 3). The
FPE is designed to measure the following components:
1. reading comprehension (global comprehension of the text or a
paragraph, understanding of relevant details, and inferring);
2. grammatical knowledge which is assessed via modified cloze
passages with multiple-choice fillers;
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3. vocabulary knowledge ("using multiple-choice items that paraphrase
textual information and items in which meaning must be inferred from contextual
cues" [p.4]);
4. sociocultural knowledge;
5. discourse competence (via multiple-choice items which demand an
appropriate choice of connectors, relative pronouns, etc...).
The FPE is composed of a total of 88 items: 28 vocabulary items (32%),
17 reading comprehension items (19%), 32 grammar items (36%), 7 discourse
items (8%), and 4 sociocultural items (5%). This examination is used to place
students in four French language course levels.
Like all the other ACT foreign language placement examinations, the FPE
takes one hour and fifteen minutes to be completed. The instructions are in
English and some of the multiple-choice answers are given in English.
2.2.2.1.5 Foreign language computerized adaptive placement exams
The French Computer Adaptive Placement Exam (F-CAPE), the German
Computer Adaptive Placement Exam (G-CAPE), and the Spanish Computer
Adaptive Placement Exam (S-CAPE) were developed to assist in the placement
of students into the first three semesters of college-level courses in these
languages at Brigham Young University.
In addition to its logistical advantages (no hassle with testing booklets
and answer sheets), the computer adaptive placement test dramatically reduces

testing time (to approximately 20 minutes for most students). It also provides
immediate placement feedback to both the students and advisors (Larson and
Smith, 1988). As its name suggests, this type of placement examination has an
adaptive capability which helps calibrate questions corresponding to the
approximate level of ability of the examinees. "This reduces the boredom
associated with being forced to answer questions that are far too easy and the
frustration resulting from being exposed to questions that are far too difficult"
(Larson and Smith, 1988, p.1). The first six questions of the test act as "probes"
in order to determine the examinee’s approximate level of performance;
questions thereafter "fine tune" the evaluation. The computer presents items of
increasing difficulty until one is missed. It then gives an easier item than the one
missed. If the examinee provides a correct answer, the computer will give
another more difficult item. This process is continued until the examinee misses
four items with the same degree of difficulty or until he/she is able to answer
five items at the highest level of difficulty.
These are some of the tests which are currently available and being used
to place students in introductory foreign language courses in institutions of
higher education. Although the usage of a placement examination is becoming
more and more common, seat-time still remains an important procedure for
placing students. In fact, a growing number of departments use a combination
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of placement examination and seat-time to place students in a course level
(Brod and Lapointe, 1989).
2.2.2.2 Seat-time
Seat-time refers to formal prior instruction; it is often expressed in high
school units (years of high school study in a foreign language). The most
common foreign language requirement for admission is two high school units
(Brod and Lapointe, 1989). A great number of postsecondary institutions use
seat-time to place incoming students. For placement purposes, seat-time is
usually converted into an equivalency formula, the most prevalent formula
equates one year of foreign language study in high school with one semester
of foreign language study in college. The appealing aspect of the equivalency
formula lies in its logistical advantages: it is quick to compute and does not
necessitate any professional personnel.
Conflicting arguments have been expressed towards the usage of seat
time/the equivalency formula. The opponents of the equivalency formula claim
that there is no adequate equation between years of study and proficiency
attained (Klee and Rogers, 1989, Lange et al., 1992). The proponents suggest,
however, that there is a positive correlational relationship between years of
study and language proficiency. For Byrnes (1990, p. 2) "length of study may
be the single most important factor in the ultimate attainment of language
proficiency." According to Dufau et al. (1965), the traditional equivalency formula
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has a certain degree of validity. Dufau et al. (1965) found that "students with
four years of language study before college usually score higher in foreign
language achievement tests than do students with four college semesters of a
foreign language" (p. 108). Using the ACTFL scale, Smith (1984) claims that
"80% of the students who complete 200 hours of formal language study at the
University of Southern California are classified at the 1+ (Intermediate-High)
proficiency level, the rest at 2 (Advanced) or 1 (Intermediate Mid/Low) level.
Magnan (1986) conducted a study on learners’ oral proficiency at the
University of Wisconsin. The oral interviews were rated independently by two
Oral Proficiency Interview (OPI) certified raters. The results show that students’
proficiency increased with years of instruction: first year students range from
Novice- Mid to Intermediate-Mid/High on the ACTFL scale, and second year
students ranged from Intermediate-Low to Advanced. The subjects in Magnan’s
study included students with no prior instruction in the language at the
secondary level. When she investigated the relationship between level of oral
proficiency and high school experience in French, Magnan (1986) found that,
from her sample of ten students completing the first year sequence:
- three true-beginners received an intermediate-level proficiency on the
Oral Proficiency Interview (two at the intermediate-low and one at the
intermediate-low/high),
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- the two most proficient students (intermediate-mid and intermediatemid/high) had the most high school experience (three and two years,
respectively),
- the remaining five false-beginners (ranging from half a year to two years
of French study in high school) rated from novice-high to intermediate-low/mid.
Nonetheless, she clearly states that "it cannot be said that high school French
is necessary for developing intermediate-level proficiency in a first-year
university course" (p. 432).
Wimmers and Morgan (1990) used the traditional equivalency formula to
test the performance of high school and college students on the College Board's
Advanced Placement Examination in French Language. This examination was
administered to high school students enrolled in AP French and to college
students completing the sixth semester of French. Twenty colleges and
universities participated in this study. The results show that the mean scores for
the AP "standard" group (i.e students with no out-of-school experience with
French) are slightly higher on all four parts (listening, reading, writing and
speaking) of the examination than the means for the "standard" college
students. On writing, the AP "standard" group scored significantly higher than
their college counterparts. However, the "special" AP group (students who had
spent a month or more in a French-speaking country) significantly [p<.01]
outperformed the "special" college group on all four parts of the examination.
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Carroll’s (1975) study of French in eight countries used inferential
statistics to test the relationship between seat-time and language proficiency.
Carroll found a strong positive relationship between years of instruction in
French and proficiency. His correlation coefficient of seat-time with proficiency
was in the .5 and .7 range.
Since 1988, the University of Minnesota has established an innovative
foreign language requirement which includes entrance and graduation
proficiency assessments (Lange et al., 1992). Lange et al. conducted a research
study to investigate the relationship between prior instruction and success on
the foreign language proficiency tests developed by the University of Minnesota.
The subjects were the University of Minnesota College of Liberal Arts (CLA)
students who were taking the CLA Entrance Standard Second Language
Proficiency Exam for French, German or Spanish between 1988 and 1990 (N
= 3,523). The majority of students were incoming high school graduates. Table
2.3 shows the scale of equivalency that was developed to transform the various
types of experience into high school years of prior instruction (YPI).
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Table 2.3 : Equivalency scale of language experience in high school years

One year here equals
Elementary school
Junior high school
High school
College/University
Residence in target culture

Years of high school
.25
.5
1.0
3.0
6.0

The data reveal a weak but consistent positive relationship between
years of prior instruction and success rates on the CLA proficiency examination.
Pass rates increased with each one-year increment in YPI, however the results
indicate substantial amounts of variance. A simple regression analysis in which
YPI predicts pass rates was performed and reveals that YPI is clearly a
significant predictor of pass rates; however, it accounts for only about 7.3% of
the total variance.
The above studies indicate a positive correlation between years of
instruction and language proficiency. However, because of the variation in
testing instruments used, the variation in students language history and the
variation in the nature of foreign language programs which characterize these
studies, one cannot determine the strength of this relationship.
Seat-time or prior instruction in a foreign language at the secondary level
remains one of the components used by most colleges for language
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requirements, including those with proficiency-based requirements (Brod and
Lapointe, 1989). Proficiency is certainly gaining a central role in foreign
language curricula and assessment. In the subsequent section, we will review
some of the proficiency-based programs which exist across the nation.
2.2.2.3 Proficiency-based programs: Some examples
Today’s literature shows that, at least in theory, the concept of proficiency
is a unifying principle. In practice, it is starting to permeate the educational
system.
Studies which have examined the effect of the proficiency movement on
student performance are scarce. Freed (1987) found that a proficiency-based
language requirement at the university level generates a greater sense of
involvement and direction among the teaching assistants and faculty of
beginning and intermediate language courses. She also discovered high
correlations between passing scores on the oral proficiency interview (OPI) and
scores on the College Entrance Examination Board (CEEB) Language
Achievement Test; this was not however true of students who tested at the
Novice levels of the OPI.
Huebner and Jensen (1992) provide some preliminary data on the effects
of oral proficiency testing at the secondary level. The subjects of this study were
students enrolled at the Campbell Union High School District (CUHSD) located
in suburban San Jose. Twenty five foreign language teachers were involved in
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the interview process; they were trained for the OPI. Interrater reliabilities were
<.90. College Board Achievement Tests (1984 edition) in French, Spanish, and
German were selected as traditional measures of foreign

language

achievement. Unlike the ACTFL OPI, these are "paper and pencil" tests with
subsections to measure achievement in vocabulary, grammar, and reading. The
OPI was given to 856 students of French, German and Spanish. This included
all students enrolled in levels III, IV and V in the three languages and to a
random sample of students enrolled in level II (N=327). Huebner and Jensen
found that at the lower end of the proficiency scale (Novice-Mid and NoviceHigh), there was no significant correlation between proficiency level on the OPI
and level of achievement on the College Board Achievement Tests. At higher
levels of proficiency (Intermediate-Low, Intermediate-Mid, Intermediate-High and
Advanced), however, highly significant correlations were found between
students’ proficiency level on the OPI and their performance on the College
Board Achievement Tests, especially in vocabulary and grammar.
McMillen Villarand Meuser-Blincow (1993) conducted a study to examine
whether there is a difference between the performance of College of Liberal Arts
(CLA) students at the University of Minnesota -which established proficiencybased foreign language programs and requirements- and students of non
proficiency requirement based programs at other institutions on the CLA
Spanish Graduation Examination on all four modalities. The CLA examination
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measures competence in reading, writing, listening and speaking; it was
developed on the basis of the levels of the ACTFL Proficiency Guidelines. Each
test (reading, writing, listening, speaking) includes 20% warm-up items, 40%
level check items, 20% probe items and 20% wind-down items. All the subjects
were completing second year Spanish. The quantitative results show that CLA
students scored significantly higher in reading, listening and writing. Of the CLA
students, 92% passed the speaking measure with at least an Intermediate-Mid
rating. It is difficult to draw hard and reliable conclusions about the effect of a
proficiency-based orientation based solely on this study. Many qualitative
variables might account for differential performances. Nonetheless, today's
concept of proficiency is consonant with the need for a functional ability to use
language. This trend can be observed in the increasing number of institutions
which are establishing their programs on proficiency. The literature shows
several of these programs in effect across the country. Most use the ACTFL
Proficiency Guidelines to fashion their requirements. The most cited examples
are located at the University of Pennsylvania, the University of Minnesota and
the University of Southern California (McMillen Villar and Meuser-Blincow,
1993). There are also collaborative efforts for proficiency-based programs
across institutions within a state, as is the case of South Carolina. We will
discuss these in the subsequent sections.
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2.2.2.3.1 University of Pennsylvania
The University of Pennsylvania has established a proficiency-based
requirement for five modalities: oral interaction, listening and reading
comprehension, writing and culture knowledge. All speaking tests take the
format of an oral interview. Whereas the entrance speaking test is a recorded
oral interview, the one required for graduation is a face-to-face oral interview.
The listening and reading tests -multiple-choice tests with 40 items each- are
machine scorable. The tests are constructed so that 80% of the items are either
below or at the required proficiency levels; 20% of the items probe into the next
level (Lange, 1990). The ACTFL Proficiency Guidelines are used to measure the
four language modalities. Students need to achieve an Intermediate-High level
on listening, speaking, reading and writing (an evaluation of culture has not yet
been developed). Included in the testing program are the College Entrance
Examination Board (CEEB) Language Achievement Tests on which students
must achieve a score of 500. The system is a compensatory one, i.e. an
average Intermediate-High can be achieved by higher ratings in some modalities
than in others.
2.2.2.3.2 University of Minnesota
In 1983, the University of Minnesota appointed a task force to review the
foreign language requirement for the B.A. degree. It was decided that an
entrance standard be established and that the graduation requirement be

strengthened (Arendt et al., 1986). In March 1984, the College of Liberal Arts
adopted the task force’s recommendations and established proficiency-based
requirements. Secondary and collegiate teachers were trained in the three major
languages: French, German and Spanish. A set of tests based on the ACTFL
Proficiency Guidelines was developed to measure students' competence in
listening, reading, writing for both entrance and graduation. For the entrance
requirement, incoming students need to achieve an Intermediate-Low level for
listening and reading, and a Novice-High level for speaking and writing. For the
graduation standard, the levels chosen are Intermediate-High for reading and
listening, and Intermediate-Mid for writing and speaking. Incoming students are
asked to have two years of study in the foreign language of their choice in high
school and they must demonstrate "the proficiency usually attained after three
quarters of college study (usually three years in high school)" (Arendt et al., p.
154). Graduating students must show "the level of proficiency usually attained
after six quarters of college study" (Arendt et al., p.154).
The format of the tests is an oral interview for speaking (a recorded oral
interview for the admission test and a face-to-face interview for the graduation
requirement). The reading and listening tests are machine-scorable, with 40
multiple-choice items. Minnesota has implemented a state requirement that all
secondary schools offer at least three years of study in one language. Of the
admitted freshmen, 70-80% pass the entrance examinations in listening,
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reading, and writing, while 60-70% of the graduating students pass the tests in
listening, reading, and writing. No information is provided as to the success rate
on speaking be it for admission or graduation requirements.
2.2.2.3.3 University of Southern California
In 1982, the University of Southern California (USC) implemented the
Skill Level Requirement which specifies that "students will have completed their
requirement only when they have attained at least a minimum level of oral
reading proficiency in a foreign language as demonstrated by performance on
a specific proficiency examination" (Smith, 1984, p. 240). USC set up the
Foreign Language Executive Committee (FLEX) which was charged to develop
a set of proficiency levels, both in conversation and in reading, which could be
achieved by at least seventy percent of the students after two hundred hours
(three semesters) of exposure to the target language. To measure the
performance of the students, the FLEX committee decided to develop a 10-point
global rating scale (with 1 meaning total inability to communicate and 10
meaning native proficiency level). This scale was preferred over the ACTFL
scale because it had a better accuracy rate and a higher interrater reliability. In
contrast with the 40-56% accuracy rate and .36-.62 interrater reliability rate
obtained on the ACTFL scale, the scores obtained by the same examiners on
the 10 point-scale were .90 for accuracy rate and .89 for interrater reliability
(Smith, 1984).
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2.2.2.3.4 South Carolina model of proficiency-based articulation
program
Prior to 1988, there was no foreign language admission requirement at
the South Carolina state supported colleges and universities. At that time,
optional placement tests were available for the four commonly taught languages
i.e French, German, Latin and Spanish (Hill and Mosher, 1989). Results on the
placement examinations were not binding which incited students to selfplace in
the first semester course of the language they had already studied in high
school in order to receive the so-called easy "A". Concerns arose about the
problematic mix of learners with high school experience in the studied foreign
language and neophytes in the beginning courses. Loughrin-Sacco (1991)
revealed that the integration of false-beginners and novice learners affected all
aspects of learning and teaching behavior. Integration contributed to truebeginners’ sentiments of low esteem, inferiority, and inadequacy. Falsebeginners suffered from apathy and boredom. The presence of false-beginners
influenced the novices’ seating and class participation behavior, and contributed
to resentment toward false-beginners and the teacher.These concerns spurred
efforts for change. The Department of Foreign Languages and Literatures at the
University of South Carolina in Columbia, with the collaboration of the university
system campuses and other public and private colleges in South Carolina,
developed a set of placement examinations and procedures. Beginning in Fall
1988, the placement policy called for mandatory placement testing of all

incoming students in the foreign language studied in high school, a requirement
imposed by the core curriculum. There was also a need to state the goals and
objectives in terms of functional outcome statements for the beginning courses.
A group called the South Carolina Council on Foreign Language Placement and
Curriculum (Byrnes, 1990) was formed; its purpose was to disseminate
information and coordinate curriculum planning across all postsecondary foreign
language programs in South-Carolina. The cornerstone of the post 1988
changes involved proficiency-based curricula. The reviewed literature did not
provide results on the effects of these changes.
If one takes a close look at this sample of universities using a proficiencybased requirement, one notices that the established requirements vary, the
proficiency levels required vary and the modalities evaluated for placement
and/or graduation also vary. Articulation is inherently tied to curricular planning
and to assessing proficiency goals. According to Byrnes (1990), to improve
articulation, curricular planning and proficiency assessment must strike a
balance between national norms and local considerations. For the moment,
these "national norms", which will provide a model of student functional
standards to be achieved at various check points of the educational levels, are
in the process of being developed. The subsequent section reviews some
projects on the development of student standards at the local and national level.
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2.2.3 Common standards: The challenge of the decade
Throughout the history of foreign language education, language
specialists have attempted to devise common goals and outcomes in order to
foster greater articulation among the various levels of instruction. Common goals
and outcomes would minimize duplication of coursework while reducing the
isolationism or sectarianism so prevalent at various levels of instruction. For a
long time, these goal statements took the form of long lists of topics (lexicon
and grammar) to be covered during a specified period of time at a specified
level of instruction. Yet, these comprehensive lists fostered a very restrictive
approach to language learning; they were primarily centered around the mastery
of discrete linguistic features. Such an approach was at cross purposes with a
more integrative acquisition of a foreign language. "By the late 1970’s, it was
becoming increasingly clear that the focus of curricular planning and testing
would need to shift from a micro-analysis of what was being taught to a macro
analysis of what students could actually do with the language before any real
progress could be made" (Omaggio Hadley, 1993, p.10). The move toward a
macro-analysis or global evaluation is at the very core of the concept of
proficiency. Proficiency is no longer just a buzzword, it is becoming a major
factor in the developing of functional standards. Various projects dealing with
the development of proficiency standards have been generated.

In 1986, the Department of Modern Languages at Northern Arizona
University carried out a survey on initiatives to improve articulation (Cummins,
1987). Questionnaires were mailed to three groups of people involved in foreign
language instruction. The first group consisted of leaders of 73 collaboratives
and presidents of all state foreign language organizations. The second group
comprised all state language supervisors and some representatives of local
education agencies. The third group was composed of the following: individuals
involved in the proficiency movement, such as participants in the development
of ACTFL Proficiency Guidelines, trainers, workshops participants in states
where proficiency had an important impact, authors who wrote on proficiency,
etc... Forty of the respondents claimed that articulation projects were being
developed on state or local levels in their areas. Cummins found from the
survey that in comparison to seat-time requirement, proficiency-based
requirements for university placement were rare. The results of the survey also
indicate that states engaged in secondary-postsecondary articulation projects
use both ACTFL standards and other types of standards.
In the early 1990's, the Collaborative Articulation and Assessment Project
(CAAP) was started in Ohio. The purpose of this collaborative project, which
was funded by a grant from the Fund for the Improvement of Postsecondary
Education, was to address the lack of articulation between secondary and
postsecondary institutions for language programs. The two main objectives of
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the CAAP were (1) to develop an articulation program, and (2) to create a valid
instrument to measure early foreign language competence. During the first year
of the project, the Ohio State University (OSU), Columbus State Community
College (CSCC) and the Columbus Public Schools (CPS) started an "equal
partnership" (Birckbichler et al., 1993) whose purpose was to create:
1. a functional articulation model which consists of three groups (large
urban high school, community college, and large state university);
2. a coherent long-term sequence of language instruction for the
participating students in this project;
3. early assessment measures to provide feedback to high school
students and their teachers while they are still in high school;
4. a common and valid assessment program for placing incoming
students to OSU and CSCC;
5. and a functional articulation model and assessment program that can
be replicated in other settings across the nation.
During the second year, the triad partnership was joined by language
teachers representing several Columbus suburban schools in order to assist in
shaping the project to fit the needs of students from different geographic areas
and social or economic background throughout central Ohio (CAAP Update.
1993). The articulation and early assessment program will be the joint products
of the collaborative efforts of all participants from the four perspectives: OSU,
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CSCC, CPS and suburban schools. A questionnaire, mailed in February 1994
to the Director of Foreign Language Center at OSU, shows that no proficiencybased requirement has been established at the moment. Based on this
information, we can assume that the functional articulation has not been
established as of early 1994.
In 1991, the U.S. Department of Education's Fund for the Improvement
of Postsecondary Education awarded a grant for a project called Articulation and
Achievement Project. This project is a three-year collaborative undertaking
which involves ACTFL, the College Board and the New England Network - a
coalition of 28 Academic Alliances in Foreign Languages and Literatures
composed of teaching faculty from both secondary and postsecondary levels.
The project was designed to develop "articulated learning outcomes for foreign
language instruction and appropriate assessment strategies to validate those
outcomes" (Jackson, 1993, p. 3) particularly for the transition stages between
middle school and high school, and between high school and college. The
primary goals of the Articulation and Achievement project are the development,
classroom testing and dissemination of articulated learning outcomes and
achievement levels for foreign language instruction in grades 7-14. The project
participants -teachers from a variety of secondary and postsecondary
institutions- have designed an articulated learning outcomes framework. In
November 1993, a Provisional Learning Outcomes Framework was presented
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by the Articulation and Achievement Project during the ACTFL annual
convention. The learning outcomes are composed of five stages each described
in terms of function, context, content, text type, accuracy and assessment
strategy. Assessment is a central component in the development of the learning
outcomes. Various assessment instruments were explored: portfolios, modified
oral proficiency interviews, and holistic scoring. The learning standards and the
matching assessments were planned to be fully tested during the 1993-1994
school year in the 12 model sites participating in this project. At the present
(early spring 1995), no results have been published.
Although much progress has been made for integrating proficiency and
making it the common denominator across educational levels and for developing
common functional standards, all these efforts remain localized. Furthermore,
these efforts are characterized by variability in terms of required competence
levels. Clearly, this situation of divergent goals calls for national proficiency
standards.
In 1989, the Education Summit between President Bush and the nation’s
governors (headed at the time by then-governor Bill Clinton) established the Six
National Education Goals. Although the Goals virtually ignored foreign
languages, this soon changed. Foreign languages were added to Goal 3 in
Goals 2000: Educate America. In 1993, among the six National Education Goals
listed by the Office of Educational Research and Improvement of the U.S.
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Department of Education, Goal 3 reads "By the year 2000 all American students
will leave grades 4, 8, and 12 having demonstrated competency in challenging
subject matter including English, mathematics, science, foreign languages,
arts, etc..." (ACTFL Newsletter. 1993). This reflects the urging need for national
standards.
In January 1993, the U.S. Department of Education and the National
Endowment for the Humanities awarded ACTFL a grant to develop and
disseminate voluntary national standards for foreign language education,
kindergarten through 12th grade. ACTFL, in conjunction with the American
Association of Teachers of French (AATF), the American Association of
Teachers of German (AATG) and the American Association of Teachers of
Spanish and Portuguese (AATSP), will guide the project. This project involves
two task forces whose purpose is to develop student functional standards: the
first

task

force

heads

K-12

student standards project, the second is

responsible for grades 13-16. At the present time, no funds have been allocated
for developing standards for grades 13-16.
The eleven-member task force for K-12 is in the process of defining a
framework and proficiency standards. These standards will "describe what
students should know and be able to do with a foreign language" (Draper, 1994,
p. 6). Because the most common sequence of study is two years beginning in
high school, the K-12 task force began the development of standards in reverse
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order, and focused on what all students should know and be able to do in a
foreign language by the time they leave high school. Once these exit standards
have been set, the task force will tackle benchmarks for the elementary and
middle school levels. The task-force felt that the standards needed to be
developed within a framework consonant with their Statement of Underlying
Principles (Appendix A). The framework originally identified six goal areas, later
two goals collapsed into one (Phillips, 1994). Based on these five areas, the
task force reached a consensus as to what foreign language education should
enable students to do. The task force presented a draft of ten national
standards within the following five goal areas (National foreign language
standards: What you need to know, unpublished, March 1995):
Goal One: Communicate in a language other than English
Standard 1.1

Students engage in conversations, provide and obtain
information, express feelings and emotions, and exchange
opinions.

Standard 1.2

Students understand and interpret written and spoken
language on a variety of topics.

Standard 1.3

Students present information, concepts, and ideas to an
audience of listeners or readers on a variety of topics.

Goal Two: Gain knowledge and understanding of other cultures
Standard 2.1

Students demonstrate knowledge and understanding of the
traditions, institutions, ideas and perspectives, the literary
and artistic expressions, and other components of the
cultures being studied.

Goal Three: Connect with other disciplines and acquire new
information
Standard 3.1

Students reinforce and further their knowledge of other
disciplines through the foreign language.

Standard 3.2

Students acquire information and perspectives that are only
available through the foreign language and within the
culture.

Goal Four: Develop insight into their own language and culture
Standard 4.1

Students recognize that different languages use different
patterns to express meaning and can apply this knowledge
to their own language.

Standard 4.2

Students recognize cultures different patterns of interaction
and can apply this knowledge to their own culture.

Goal Five: Participate in multilingual communities and global
society
Standard 5.1

Students use the foreign language both within and beyond
the school setting.

Standard 5.2

Students use the foreign language for leisure and personal
enrichment.

The first draft of the full K-12 student standards contains only content
standards, i.e. what learners should know and be able to do. It does not
address performance standards, that is how well students must perform in order
to meet each standard (National Standards in Foreign Language Education.
Draft for Review and Comment. August 1, 1994, unpublished). The goals and
standards are organized within three grade clusters: grades K-4, grades 5-8 and
grades 9-12 (see Appendix B for description).
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It Is important to keep in mind that these standards are voluntary. Shared
goals and evaluation standards could provide a continuity that is sorely needed
for articulating secondary and postsecondary language learning. This framework
could therefore provide both secondary and postsecondary faculty with a
knowledge base and expected competence levels to be achieved by learners.

2.3 Summary
The literature reviewed on the history of foreign language education
shows a lack of articulation between levels of education, the most critical being
from secondary to postsecondary level. Lack of communication and isolationism
so prevalent among and between these two educational levels have contributed
to divergent curricular orientations and proficiency goals. Theories of language
fashion our definition of proficiency. The concept of proficiency has shifted from
mastering lexical and grammatical items to being able to use the language
functionally in a meaningful context. Clearly, we cannot equate the notion of
proficiency incorporated in the MLA Cooperative Tests of the 1960s with that
reflected in the ACTFL Proficiency Guidelines (Lange et al., 1992). The
application of this new concept of proficiency is, however, not widespread due
to logistical reasons. Among others we can cite the considerable amount of
preparation needed for a proficiency-based course sequence where students
learn how to communicate and not how to memorize rules and learn
metalanguage. Proficiency is, however, forging its way into foreign language
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instruction. The literature reviewed suggests that secondary institutions tend to
have more proficiency-oriented foreign language programs than their
postsecondary counterparts. This divergence in orientation cannot be viable for
the profession especially in today's context where enrollments are increasing
due to a growing number of colleges and universities which are establishing
foreign language admission and/or graduation requirements.
Three placement mechanisms are used to place incoming students in
appropriate college introductory courses: 1) standardized placement tests, 2)
seat-time or prior formal instruction, and 3) proficiency standards. The first two
mechanisms, which are time and cost-efficient, are the most commonly used.
The third one, which requires a whole new approach to curricular planning and
assessment, is only developing. A growing number of institutions are
establishing proficiency-based foreign language programs and requirements for
admission and/or graduation. These programs and requirements are, however,
characterized by variability. Furthermore, they are most often initiatives of
colleges and universities, thus excluding secondary schools from input on what
is expected of incoming high school graduates. To overcome this problem,
several

collaborative

articulation

programs

involving

secondary

and

postsecondary institutions were funded and developed. These collaborative
projects are usually localized with varying proficiency standards.
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The lack of common standards across colleges and regions called for the
development of national functional standards for students. In January 1993, the
U.S. Department of Education and the National Endowment for the Humanities
awarded ACTFL a grant to develop voluntary national standards for K-12.
Although these proficiency standards may not provide ready answers, they will
give the profession a widely shared set of criteria which can then turn into viable
solutions.

CHAPTER 3
METHOD

Chapter three is comprised of five major parts. The first part contains a
description of the schools and human subjects. The second part provides a brief
description of the data sources. Part three gives an overview of the procedure.
The fourth part explains the statistical procedures used to analyze the data. The
final part lists the limitations of the study.
3.1 Schools and human subjects
The subjects participating in this study include students enrolled in four
high schools and a large university in a southeastern metropolitan area.
3.1.1 Schools
Four high schools and a large university participated in this study. The
four high schools represent a sample of the various types of high schools
available with college preparatory programs; we will refer to them as A, B, C
and D. Of the four high schools, one is private and three are public. Of the three
public institutions, the first one is a magnet high school, the second has a
mainstream college preparatory program, and the last one has a gifted program
alongside its mainstream education program. The private high school is a
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Catholic high school for girls. The university which participated in this study is
a large state university. The table below provides some demographic data
about the four high schools.
Table 3.1: Demographics of participating high schools
High
schools

Total
population In
1992-1993

%0f
population
enrolled in
foreign
languages

%of
seniors
graduating
in May
1993

% of 1993
graduates
went to
college

Number of
modem
foreign
languages
offered

A

1,090

73.4%

99%

98%

5

B

1,117

31.4%

82%

45%

2

c

1,050

36.3%

80%

50%

3

D

601

82.4%

100%

98%

2

The following subsections provides information related to the types of
languages offered and admission criteria if any.
3.1.1.1

High school A

High school A is a public magnet high school. The term magnet as used in this
high school indicates a high school with a generic college preparatory program
where students must meet certain criteria for admission. At this high school, the
criteria include an overall 2.5 GPA for the previous five semesters and a reading
standing of 5 or higher on a national standardized test. To remain at this high
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school, students must maintain an overall 2.5 GPA. This high school offers five
levels of French, four for German, two for Japanese, four for Latin, four for
Russian and five for Spanish.
3.1.1.2 High school B
This high school has a mainstream college preparatory program. In
addition to four levels of French and Spanish, this school offers two levels of
Latin. In terms of admission requirements, high school B requested from the
candidates proof of residence in the school district, a clearance slip and a
report card from the former school.
3.1.1.3 High school C
Along its mainstream program, this high school has a program for the
gifted. Unlike other gifted courses which are taught separately, foreign language
courses are characterized by the integration of students from the mainstream
program and students enrolled in the gifted program. This high school offers
four languages: French, German, Latin and Spanish. Each language is offered
at four different levels.
3.1.1.4 High school D
High school D is a private Catholic high school for girls. Admission to this
school involves a selection process. Applicants are interviewed and selected
based on a variety of criteria including test scores on the Stanford Achievement
Tests and on STS Placement Tests. In addition, they are required to submit a
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letter of recommendation from their elementary school principal. Any student
failing more than one subject is required to leave this school. Four levels are
offered for French and Spanish. In addition to these modem languages, three
levels of Latin are offered.
3.1.1.5 University
The university, which participated in this study, is a large institution with
an enrollment of 26,607 students fPeterson's Guide to Four-Year Colleges.
1994. Twenty-Fourth Edition). The admission requirements include among
others two high school units (two years) in a single foreign language. There is
no comprehensive exit foreign language requirement, but there does exist a
foreign language exit requirement in the College of Arts and Sciences.
3.1.2 Subjects
The high school population consists of all students enrolled in French II
in the high schools mentioned above (except for one class in high school D
whose professor did not give permission on time in order to administer the
tests). A total of sixteen high school classes were used (five from high school
A, three from high school B, five from high school C, and three from high
school D).
The university population consists of all students enrolled in second
semester French (French 1002) at the university aforementioned during the
spring semester of 1993. This particular course level is normally open to
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students who have had no previous high school instruction in French. There are
nine sections of French 1002, all of them taught by teaching assistants.
The tests were administered to all participants in May 1993.
3.2 Data sources
The data used in the present study were gathered from multiple sources
including surveys, measures in reading, writing, listening, speaking, culture and
grammar.
3.2.1 Measurement instruments
The first source of data consists of six tests which are used to evaluate
a student’s competence in French language and culture. These tests are as
follows:
3.2.1.1 The 1986-1987 Connecticut Assessment of Education
Progress (CAEP) in French
The CAEP tests are norm-referenced tests (Copyright law prohibits their
reproduction here). They were developed for high school level in the following
modern languages: French, German, Italian, and Spanish. These instruments
consist of one reading section, one listening section and one culture section;
each section requires 30 minutes to complete. The reading, listening and culture
examinations are available for intermediate and advanced levels corresponding
to Course 2; and Courses 3, 4, 5 and 6 respectively (1986-1987 Connecticut
Assessment of Educational Progress in Foreign Language. Instructional Manual
for Test Coordinators and Administrators. 1987). Writing is only available for the
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advanced level. The CAEP examinations have a multiple-choice format and are
machine-scorable. For the present study, three measures are used: intermediate
level examinations for reading and listening, and culture.
3.2.1.1.1 Culture
The culture examination of the 1986-1987 Connecticut Assessment of
Education Progress covers several topics such as geography, history, social
facts and common French phrases. This instrument is composed of 60 items
(representing a maximum score of 60 points) of which five are on historical facts
and 12 are on geography. The rest of the items are related to arts, social facts
and French expressions. While a majority of the geography questions are aimed
at evaluating geographical knowledge of the Francophone world, the history
items are centered on France, especially on a selected group of its historical
figures. Most of the questions on social facts fall in the category that is often
referred to by the foreign language profession as "small c" culture. While "large
C" culture pertains to the history/fine arts aspects, "small c" culture refers to the
everyday sociological elements which make the daily lives of those people
whose language is being studied (Berwald, 1988). Questions on "small c"
culture could be, for instance, on the stores where one could buy stamps, or
on defining certain foods, knowing popular sports in the target culture.
Questions on French expressions pertain to common expressions such as
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greetings, or sociolonguistic usages of certain forms including the "tu" and
"vous." The stems as well as answers to some questions are written in English.
3.2.1.1.2 Listening Intermediate Level
The listening examination consists of five parts with a total of 60 items;
the maximum score a student could received on this test is 60 points. In part I,
the listener hears one statement once and then has to select the picture (four
choices of pictures) that best illustrates the statement. In part II, the listener
hears four sentences and is asked to choose the sentence that best describes
what is in the photograph. In part III, the listener hears a statement or a
question followed by three replies (statements/questions and replies are not
printed in the listener’s booklet). Then, he/she has to choose the reply that best
follows the statement or question. In part IV, the listener hears several short
conversations between two people. At the end of each conversation, he/she is
asked a question or questions about what was said. The listener has four
possible answers (written in French) in the test-booklet and then decides the
one best answer. In part V, he/she hears two short talks. After the talks, he/she
is asked a question or questions about what was said. Again, he/she has four
possible answers in the test-booklet from which he/she has to choose the one
best answer.
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3.2.1.1.3 Reading Intermediate Level
This examination comprises three parts totaling 47 items; each item is
worth one point. Part I consists of a series of photographs each followed by four
sentences. The reader "reads" the photograph and has to choose the sentence
which best describes the photograph. Part II presents a variety of materials
(single sentences, signs, short dialogues, advertisements, paragraphs, etc...).
The length of the dialogues ranges from 18 words to about 38 words; for the
other types of texts, the length ranges from one word to about 58 words. Each
reading material is followed by one or more questions with four possible
answers to each question. The final part consists of three modified cloze
passages with multiple choice questions.
3.2.1.2 Measure of grammatical competence
The second source of data is an examination which was developed by
the researcher to measure the learners’ knowledge of basic French grammar.
The rationale for administering this achievement examination emerges from the
common complaint from practitioners that students do not even have a
rudimentary knowledge of basic grammar although much of the classroom time
is devoted to teaching this aspect of the language (Lange, 1988). The selection
of the items for this instrument was primarily based on the grammatical
structures covered both in the courses at the four high schools and at the
university. The researcher contacted all high school teachers, the French 1002
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supervisor and some of the teaching assistants to ask about the grammatical
topics covered in their classes. In addition to the very basic conjugation of "etre"
and "avoir", the grammar test comprised 54 additional items which included
basic verb forms in the present, future tense and "passd compost." The test
also included items dealing with direct and indirect object

pronouns,

interrogative pronouns, etc... (Appendix C). This test, with a total of 60 points,
was not a multiple-choice test; rather the questions were "semi open-ended".
3.2.1.3 Writing proficiency test
When the main objective of writing is to communicate, then "the most
appropriate way to assess it is to assess a written composition" (Bernhardt and
Deville, 1991). The third source of data is a writing proficiency test which was
modeled after the one developed in 1990 by the American Council on the
Teaching of Foreign Languages (ACTFL) under a research grant from the U.S.
Department of Education (see Appendix D for a copy of the test).
The underlying principle of the test is grounded in the Proficiency
Guidelines issued by ACTFL in 1986. The writing proficiency test developed by
ACTFL has four tasks, each one corresponding to a level of the Proficiency
Guidelines:

novice,

intermediate,

advanced

and

superior.

Dandonoli

representing ACTFL, and Henning from Education Testing Service (1990)
conducted research on this writing instrument and established its construct
validity. The proficiency writing test is designed to yield only an estimate of the
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global writing ability of the learner. Thus, it is not as sensitive in measuring
differences as an achievement test would be. The test for the intermediate level
requires the test-taker to write a postcard to a friend. The rating categories are
consistent with the major categories outlined in the ACTFL Writing Proficiency
Guidelines. The raters evaluate how successful the examinees were in carrying
the communication task presented to them.
In the present study, the examinees were asked to write a short letter.
The context provided to them is the following: "You are writing a letter to your
new French penpal. Tell him/her about yourself and your family. Tell about your
hobbies, and about your childhood, as well as about your plans after high
school/college."
This writing task involves describing, using past tenses and futureness.
It would correspond to the intermediate level of proficiency as described by the
ACTFL Proficiency Guidelines. However, it is also within reach of novices if they
limit their writing to listing and using memorized phrases and structures.
3.2.1.4 Simulated oral proficiency test
The fourth source of data was a simulated oral proficiency test. This
instrument was administered to a random sample of students. The speaking
task is set up so that it involves a speaker and a listener. The speaker is given
a strip-cartoon story which he/she has to relate to the listener. The listener has
a set of pictures which shows some of the scenes from the story to be told by
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the speaker as well as scenes unrelated to the story. The speaker has to tell the
story in enough detail so that the listener can accomplish his task. The story
telling is recorded on tape. Although the listener’s task will not be evaluated, the
listener has an important role in the process of communication given that most
communication situations involve a speaker and at least a listener. This method
of testing speaking proficiency is commonly used in English as a Second
Language (Brown and Yule, 1983).
3.2.2 Scoring procedures
3.2.2.1 The 1986-1987 Connecticut Assessment of Educational
Progress examinations
All the 1986-1987 Connecticut Assessment of Educational Progress
examinations are machine-scorable. The maximum number of points for each
tests is as follows: culture, 60 points; listening, 60 points; and reading, 47
points.
3.2.2.2 Simulated oral proficiency test
A random sample of the writing and speaking examinations was scored
by the researcher and another native speaker of French for interrater reliability.
The speaking samples were rated according to six-point rating scales
designed by Borras (1993). Borras used three models to develop her scales: 1)
Bartz’s Amount of Communication and Accuracy scales were used to design the
Effectiveness and Accuracy Measures; 2) O'Malley, Chamot, StewnerManzanares, Russo, and Kupper’s speech organization criteria were selected

85
to develop the Organization scale; 3) Emmett’s Fluency scale provided the basis
to build the Fluency scale. The scales are to reflect students oral performance
at two levels: 1) global (Effectiveness scale), and 2) component (Accuracy,
Organization, and Fluency scales) (Appendix E). Each of the four scales is
worth a total of 6 points. Thus, the maximum number of points a student could
score on this examination is 24 points
3.2.2.3 Writing proficiency test
The written samples were evaluated according to the two following
methods of scoring:
3.2.2.3.1 Analytical scoring
This scoring procedure breaks down the various features of a
composition into components for scoring purposes. Zughoul and Kambal (1983)
developed a detailed analytic testing procedure for English as a Foreign
Language (EFL) for three competence levels (beginning, intermediate and
advanced). "Beginning" was defined as the first year of free composition writing
in high school intensive English or any other EFL program. "Intermediate" was
described as the level one or two years after the Beginning level. "Advanced"
was defined as the level for final preparation for college" (Zughoul and Kambal,
p. 91). Five components were used: structure, content, vocabulary, organization
and mechanics. The scale was tested. The results showed that the five
components were not weighted identically across the three levels: in the
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beginning stage, structure and mechanics were emphasized more by the raters;
more weight was

put on vocabulary at the intermediate level; and in the

advanced level, the emphasis was on content and organization. In the present
study, the intermediate level scale was used (see Appendix F for a description).
The maximum number of points an examinee could receive was 100 points.
There are conflicting opinions about analytical scoring. One often cited
limitation of analytical scoring is that it can isolate specific features (spelling,
grammar, lexicon, etc...) from the general content of the text and as a result
overshadows more the communicative aspects. For Omaggio (1986, p. 268) "a
text is more than the sum of its parts." Because of these limitations, the
compositions were also scored holistically.
3.2.2.3.2 Holistic scoring
Holistic scoring has a high validity when one is assessing the overall
proficiency level of a written text (Perkins, 1983, Omaggio, 1986, Terry, 1989).
This scoring technique involves evaluating a whole text based on the total
impression of it. ACTFL generic descriptions for writing proficiency (Appendix
G) were used to evaluate the students’ written works on a scale from Novicelow to Superior (Omaggio Hadley, 1993). For statistical purposes, the nine
levels of this scale were coded: 1 representing Novice-Low level and 9
representing Superior level.
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3.3 Procedures
Two factors contributed to the designing of the testing procedure used
in this study: 1) the number of tests and time allocated for their administration,
and 2) the need to obtain scores on the six measures from each of the five
institutions.
Two class periods were allocated per class for the administration of the
tests. All participating institutions, except for high school A, had 50 minute class
periods. High school A had class periods of varying durations: 50 minutes and
80 minutes. To avoid discrepancies in test administration, the six instruments
were administered using 50-minute long class periods. For high school A, the
tests were administered during the first 50 minutes of the class period.
A total of six tests (each 30-minute long) needed to be administered
during 2 class periods for each class. This time constraint required a grouping
of the tests which was as follows: Listening/Speaking, Reading/Grammar and
Culture/Writing.
For the speaking examination, a random sample was selected by the
researcher, and the test was administered in a separate room.
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Table 3.2 provides information about the number of participants in each
test.
Table 3.2: Distribution of participants per test

Distribution of participants per test
Institutions

High

Culture

Listening

Reading

Grammar

Speaking

Writing

124

192

101

120

47

41

127

94

56

52

36

74

schools

University

3.4 Data analysis
Analyses of variance will be performed to test whether there is a
difference between the performances of high schools students, and university
true- and false-beginners on the measures of culture, listening, reading,
grammar, speaking and writing.
In addition to the six examinations, the students were given a
questionnaire in order to gather biographical data and data relative to their
experience in French study.
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3.5 Limitations
This study was limited by several factors. They are as follows:
1. Important variables such as age could not be controlled for given the
very nature of the study itself.
2. Previous experience in French study could not be controlled for.
Therefore, there was a diversity in terms of years of French study within the
high school population of French II. The same diversity could be observed
among the university population of second semester of French.
3. Instructional discontinuity, that is interruptions of language study, could
not be controlled for.
4. Several qualitative variables could not be controlled. These included
instructional approaches, language proficiency and teaching experience of the
participating teachers and teaching assistants, learning outcomes expected from
students, amount and type of homework assigned.

CHAPTER 4
RESULTS

This chapter presents both the qualitative and quantitative results of this
research. Results are presented in three sections. Section one provides an
analysis of the background questionnaire administered to all students who
participated in the present study. Section two presents results of students’
performance on the three standardized tests and the three examinations
designed by the researcher. The chapter concludes with a summary of the
results and provides further findings.
4.1 Data from background questionnaires
Questionnaires were given to the subjects in order to gather data about
their history of French study and background information. The data obtained are
presented in the ensuing subsections.
4.1.1 Experience in French study and grade levels
The main objectives of the questionnaires were to obtain information on
1) subjects’ formal experience of French, 2) grade level they attended at the
time the tests were administered, and 3) placement procedures of college falsebeginners in the first beginning French course.
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Tables 4.1 and 4.2 show the participants’ experience in French study.
They clearly reveal a disparity in the length of study in both groups .
Table 4.1: High school group: Years of experience in French study (including
present grade).

Years o f French stu d y

Male (N=92)

Female (N=221)

1

1.12%

0%

2

23.9%

30.3%

3

6.5%

14.0%

4

20.7%

10.8%

5

11.9%

11.8%

6

17.4%

24.9%

7

10.9%

6.8%

8

7.6%

.9%

9

0%

.5%

10

0%

0%

92
Table 4.2: College false-beginners: Years of experience in French study in high
school.

Years of French study

Male (N=36)

Female (N=86)

1

19.5%

11%

2

47%

65%

3

22%

15%

4

8.5%

7%

No answer

3%

2%

Table 4.3: Distribution per grade of high school students enrolled in French II
Grade Level

Male N=92

Female N=221

9

19.6%

22.2%

10

60.9%

64.7%

11

16.3%

11.3%

12

3.2%

1.8%

Table 4.3 reveals that there is no structured pattern of enrollment at
specific grade levels among high school students. The majority of students in
French II were tenth graders. A minute portion (5%) of the students were at
their final year of high school. Foreign language program administration may
play an important role in articulation, especially from high school to college.
From this standpoint, it is important to consider two factors. First, it appears that
most high school students tend to take two years on French in order to fulfill the
requirement established by a certain number of colleges and universities for
their incoming freshmen. These results are along the lines of Byrnes’ (1991)
assertion about the purpose of enrolling in foreign languages at the high school
level. Second, the resulting information from the background questionnaires are
concurrent with the common practice of language program administration, i.e.,
a majority of high school students fulfill their two-year requirements in grades
9 and 10. In the present study, about 60% of the students (47% for males and
65% for females) were in tenth grade while enrolled in French II. Based on
these two factors, it is reasonable to hypothesize that, for the participating
subjects and for the high school students at large, at least two years will
intervene between the French II course (or second year in other foreign
languages) and a subsequent class at college level.
A similar phenomenon of irregular placement can be observed in the
enrollment patterns of college students in second semester of French. Table 4.4
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displays the distribution of second semester French students in relation to their
grade level.
Table 4.4: Distribution per grade of college students enrolled in second
semester of French
Grade level

Had no French in
high school

Had French in
high school

Female
(N = 27)

Male
(N = 16)

Female
(N = 86)

Male
(N = 36)

Freshman

15%

6%

50%

36%

Sophomore

40.7 %

44%

12.8%

36%

Junior

18.5%

12.5%

18.6%

8.4%

Senior

7.3%

25%

11.6%

5.6%

No answer

18.5%

12.5%

7%

14%

Table 4.4 reveals that 74% of the students enrolled in French 1002 were
false-beginners. The results in this table also show a difference between college
students with experience of French study in high school and those with no
experience in the manner they take a second semester French course in
college. While a majority of students with no previous experience in French at
high school level enroll in this course during their sophomore year in college,
students with previous experience in French tend to take it during their freshman
year.
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4.1.2 Placement of university students in the beginning course
From the standpoint of French program administration, it is necessary to
recall that the participating university’s policy clearly states that sections of
French 1001 and French 1002 are offered only to students with no previous
experience in the language.
Before analyzing the data, a primary distinction should be made within
the university group. It is relevant to distinguish between true- and falsebeginners.
A common concern for many institutions is the increasing number of
false-beginners who enroll in beginning courses normally offered to truebeginners (Hagiwara, 1983, Hagiwara, 1986, Hill and Mosher, 1989). Hagiwara
(1986) contends that, oftentimes, students with prior study of the foreign
language received the same number of credits as the genuine beginners did.
So was the case of the university which participated in the present study.
University participants were asked whether they had had French in high
school and whether they had taken French 1001. In Table 4.4, only 26% (n =
43) of all participants were true-beginners, that is they have never studied
French before. While, the entire group of true-beginners had enrolled in French
1001, 60.7% (n = 74) of false-beginners did so. Subjects who had had French
1001 were asked how they had been placed in that level. The response to this
question is reported in the following table. The results clearly show that a
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considerable portion of students (true- and false-beginners) had selfpiaced in
the first course of French offered at the participating university.
Table 4.5: Placement procedures in French 1001
Placement Procedures

True-beginners
N = 43

False-beginners
N = 74

Selfplacement

81.4%

90.5%

Placement examination

2.3%

5.4%

Other

No answer

2.3

1.4%

(’ Counselor placed me*)

('M y junior division advisor
placed me in 1001*)

14%

2.7%

Of 122 college students with previous experience of French in high
school who enrolled in French 1002, 60.7% had enrolled in French 1001, while
38.5% did not for various reasons, and .8% did not respond. Of these 38.5%,
29.8% took a placement examination and "tested out" of French 1001, 23.4%

had a similar course at another institution of higher education, 8.5% did not
answer the item question. The remaining 38.3% of the students who had not
enrolled in French 1001 gave the following reasons:
- Did not take. Ms. "X" told me I couldn’t.
- Because I was told I could not.
- 1 didn’t take it. I was told by a counselor to take 1050, but it was too difficult
so I came in 1002.
- 1 didn’t think it would be necessary.
- Counselor advised me not to.
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- 1 thought taking French would be to my benefit and since I took 2 years in
high school, 1001 wasn’t necessary
- Because the book said if you had it in high school then take 1002.
- Advisor felt that I was ready for 1002.
- Because I was told I could not - it would not count along with 1002.
- 1 didn’t take it; I have 3 years of high school.
- Because the registration book said not to take 1001 if you took French in
high school.
- 1 had 2 years in high school so I started with 1002.
- Because I took French in high school.
- I was not allowed to.
- 1 was not allowed to, because I had French in high school.
- Because I was told I didn’t have to and because all 1001 sections were full.
- Already had it in high school, and got into 1002.
- Because I didn’t need it for my major.

Disconcerting though they may be, students’ answers and comments on
their placement uncover the lack of rigorous placement practices.
4.2 Results from culture, listening, reading, grammar, speaking and
writing examinations
For the sake of clarity, this section is divided into two subsections; the
first answers the first research question, and the last subsection research
questions 2 and 3.
Before answering the questions, it was necessary to assess inter-rater
reliability between two native speakers who evaluated the writing and the
speaking examinations. The Pearson product-moment correlation coefficient was
calculated and the following coefficients were obtained;
- writing: .93 using the analytical rating scale, and .88 when the
ACTFL generic descriptions for writing proficiency are used;
- speaking; .80
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The correlation coefficients obtained indicate reliable sets of ratings.
The means obtained on the 1986-1987 CAEP measures of culture,
reading and listening, and on the grammar, speaking and writing examinations
are presented in the following table.
Table 4.6: Mean scores obtained bv high school group and university true- and
false-beainners
University
Tests
(maximum score)

High
Schools

Culture
(60 points)

All
students

Truebeginners

Falsebeginners

36.13

38.41

38.27

38.45

Listening
(60 points)

40.66

43.17

38.87

44.56

Reading
(47 points)

31.98

39.34

40.64

39.02

Grammar
(60 points)

25.75

29.89

25.73

31.28

Speaking
(24 points)

9.17

12.17

12.18

12.16

Writing
(ACTFL scale)
(9 points)

2.85

3.62

3.59

3.65

Writing
(Analytical Scale)
(100 points)

57.32

72.3

73.85

70.95

4.2.1 Research question 1
Are there significant differences in performance between high school
students (enrolled in French II) and college students (enrolled in second
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semester of French) in culture, listening, reading, grammar, speaking and
writing?
To answer this primary question, ANOVAs (analyses of variance) were
performed on the mean scores obtained by high school and university students.
Tables 4.7 to 4.13 provide the results.
Table 4.7: Summary ANOVA on the Culture Performance Scores for High
School and University Students

Summary
Groups
High schools
University

Count
124
127

Sum
4480
4878

Average
36.129
38.40945

Variance
31.5767
50.45007

SS
326.2722
10240.64
10566.92

df
1
249
250

MS
326.2722
41.12708

F
7.93

Source of Variation
Between Groups
Within Groups
Total

PuiB
0.005

Table 4.8: Summary ANOVA on the Listening Performance Scores for High
School and University Students

Summary
Groups
High schools
University

Count
192
94

Sum
7806
4058

Average
40.65625
43.17021

Variance
76.72938
67.71265

SS
398.8235
20952.59
21351.41

df
1
284
285

MS
398.8235
73.77672

F
5.4058

Source of Variation
Between Groups
Within Groups
Total

P&B
0.02

Table 4.9; Summary ANOVA on the Reading Performance Scores for High
School and University Students

Summary
Groups
High schools
University

Count
101
56

Sum
3230
2203

Average
31.9802
39.33929

Variance
48.3996
22.55552

SS
1951
6080.514
8031.514

df
1
155
156

MS
1951
39.22912

F
49.73

Source of Variation
Between Groups
Within Groups
Total

Ptele
.0001

Table 4.10: Summary ANOVA on the Grammar Performance Scores for High
School and University Students

Summary
Groups
High schools
University

Count
120
52

Sum
3089.5
1554.5

Average
25.74583
29.89423

Variance
119.8739
83.5033

SS
624.3338
18523.67
19148.38

df
1
170
171

MS
624.3338
108.9627

F
5.73

Source of Variation
Between Groups
Within Groups
Total

P veLb

0.02
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Table 4.11: Summary ANOVA on the Speaking Performance Scores for High
School and University Students

Summary
Groups
High schools
University

Count
47
36

Sum
431
438

Average
9.170213
12.16667

Variance
13.53562
9.514286

SS
183.036
955.6383
1138.673

df

MS
183.036
11.798

F
15.514

Source of Variation
Between Groups
Within Groups
Total

1

81
82

PveLb

0.001

Table 4.12: Summary ANOVA on the Writing Performance Scores for High
School and University Students - ACTFL generic guidelines for writing
proficiencv-

Summary
Groups
High schools
University

Count
41
74

Sum
117
268

Average
2.853659
3.621622

Variance
1.278049
0.786375

SS
15.56
108.5274
124.0874

df

MS
15.56
0.960419

F
16.201

Source of Variation
Between Groups
Within Groups
Total

1

113
114

PvdB

0.001
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Table 4.13: Summary ANOVA on the Writing Performance Scores for High
School and Universitv students - Analytical ratina scale-

Summary
Groups
High schools
University

Count
41
74

Sum
2350
5349

Average
57.31707
72.28378

Variance
238.272
118.0417

SS
5909.768
18147.92
24057.688

df
1
113
114

MS
5909.768
160.601

F
36.8

Source of Variation
Between Groups
Within Groups
Total

P-value
0.0001

On the basis of the data, the answer to the first research question is
YES. The results of this study show that college students outperformed high
school students on the culture, listening, reading, grammar, speaking and writing
measures. The foregoing analyses of variance yielded significant F-ratios on the
six examinations.
4.2.2 Research questions 2 and 3
Research questions 2 and 3 take into consideration previous experience
of French at the secondary level for the college groups. They were stated as
follows:
- Are there significant differences in performance between high school
students (enrolled in French II) and college false-beginners (enrolled in
second semester of French) in culture, listening, reading, grammar,
speaking and writing?

- Are there significant differences in performance between high school
students (enrolled in French II) and college true-beginners (enrolled in
second semester of French) in culture, listening, reading, grammar,
speaking and writing?
To answer these two questions, analyses of variances were utilized to
test the means of the high schools, the university "false-beginners" and "truebeginners" groups. The results are presented in the following summary tables.

Table 4.14: Summary ANOVA on the Culture Performance Scores for High
School Students University "False-beainners" and "True-beginners"

Summary
Groups
High schools
Univ. True-beginners
Univ. False-beginners

Count
124
30
97

Sum
4480
1148
3730

Average
36.12903
38.26667
38.45361

Variance
31.57671
54.96092
49.6046

df

MS
163.5365
41.28969

F
3.96

Source of Variation
Between Groups
Within Groups
Total

SS
327.0729
10239.84
10566.92

2
248
250

P-value
0.0203
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Table 4.15: Summary ANOVA on the Listening Performance Scores for High
School Students. University "False-beainners" and "Tme-beainners"

Summary
Groups
High schools
Univ. True-beginners
Univ. False-beginners

Count
192
23
71

Sum
7806
894
3164

Average
40.65625
38.86957
44.56338

Variance
76.72938
94.66403
52.16378

df

MS
481.0133
72.0473

6.68

Source of Variation
Between Groups
Within Groups
Total

SS
962.0266
20389.39
21351.41

2
283
285

F

P-value
0.0015

Table 4.16: Summary ANOVA on the Reading Performance Scores for High
School Students, and University "False-beainners" and "True-beginners11

Summary
Groups
High schools
Univ. True-beginners
Univ. False-beginners

Count
101
11
45

Sum
3230
447
1756

Average
31.9802
40.63636
39.02222

Variance
48.3996
20.05455
23.11313

df

MS
987.0161
39.33431

F
25.09

Source of Variation
Between Groups
Within Groups
Total

SS
1974.032
6057.484
8031.516

2
154
156

P-value

.00001
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Table 4.17: Summary ANOVA on the Grammar Performance Scores for High
School Students, and University "False-beainners" and "True-beginners"

Summary
Groups
High schools
Univ. True-beginners
Univ. False-beginners

Count
120
13
39

Sum
3089.5
334.5

1220

Average
25.74583
25.73077
31.28205

Variance
119.8739
103.1923
71.57625

MS
462.3985
107.8296

F
4.288

Source of Variation
Between Groups
Within Groups
Total

SS
924.797
18223.2
19148

df

2
169
171

P-value
0.01525

Table 4.18: Summary ANOVA on the Speaking Performance Scores for High
School Students, and University "False-beainners" and 'True-beginners11

Summary
Groups
High schools
Univ. True-beginners
Univ. false-beginners

Count
47
17
19

Sum
431
207
231

Average
9.170213
12.17647
12.15789

Variance
13.53562
9.779412
9.807018

df

MS
91.51975
11.94544

F
7.662

Source of Variation
Between Groups
Within Groups
Total

SS
183.0395
955.6352
1138.675

2
80
82

P-value
0.0009

Table 4.19: Summary ANOVA on the Writing Performance Scores for High
School Students, and University "False-beainners" and True-beainners - ACTFL
generic guidelines for writing proficiency

•

Summary
Groups
High schools
Univ. True-beginners
Univ. False-beginners

Count
41
34
40

Sum
117
122
146

Average
2.853659
3.588235
3.65

Variance
1.278049
0.613191
0.951282

SS
15.62971
108.4572
124.087

df
2
112
114

MS
7.81486
0.968368

F
8.07

Source of Variation
Between Groups
Within Groups
Total

P-value
0.000532

Table 4.20: Summary ANOVA on the Writing Performance Scores for High
School Students, and University "False-beginners11 and True-beginners Analytical rating scale-

Summary
Groups
High schools
Univ. True-beginners
Univ. False-beginners

Count
41
34
40

Sum
2350
2511
2838

Average
57.31707
73.85294
70.95

Variance
238.272
137.8868
100.3051

SS
6064.644
17993.04
24057.69

df
2
112
114

MS
3032.322
160.6522

F
18.88

Source of Variation
Between Groups
Within Groups
Total

P-value
0.0001
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The foregoing analyses of variances indicated significant F values on all
six examinations.
To determine which pairs of combinations of means differed for the main
effect, a Student-Newman-Keuls post hoc multiple comparisons test was
computed for each of the dependent variables. For the sake of clarity, the
results of this post hoc test are presented for each variable:
Culture examination:
The Newman-Keuls test could not locate the difference among the three
groups on the culture examination.
Listening examination:
The post hoc test showed no statistical difference between the high
school group and the university true-beginners, however it revealed a significant
difference between 1) the high school group and university false-beginners, and
2) between university false- and true-beginners. The university false-beginners
performed significantly better than high school students and university truebeginners.
Reading examination:
No significant difference was found between the two university groups.
Nevertheless, both groups scored significantly higher than high school students
on this examination.
Grammar examination:
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Grammar examination:
The Newman-Keuls test could not locate the difference among the three
groups.
Speaking examination:
No significant difference was found between the university groups. Both
groups significantly outperformed high school students on this examination.
Writing:
The post hoc test revealed no significant difference between the two
university groups. Nonetheless, it found a statistically significant difference
between the two university groups and the high school group. The type of scale
(ACTFL generic guidelines for writing proficiency, or analytical scale) used to
score the writing examination had no effect.
4.3 Summary and further results
Descriptive data gathered from background questionnaires showed the
absence of a systematic administration of French programs both at high school
and university level. Most high school students enrolled in French II were tenth
graders. With regard to university students, the grade level at which they
enrolled in French 1002 was dependent on whether they had had prior
experience of French at high school. While a majority of true-beginners took
French 1002 during their sophomore year or later, false-beginners tended to
enroll in this course during their Freshman year.
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From the standpoint of placement procedures, information from
background questionnaires showed that placement policies as stated in the
registration book of the participating university were not enforced. About 74%
of students enrolled in French 1002 had had French in high school; 86.1% of
them had had two years or more.
The results from the quantitative data reported in this chapter can be
summarized as follows:
1) Analyses of variance performed on mean scores of high school
students and college students yielded significant F-values on all six
examinations. College students outperformed their high school counterparts.
2) Analyses of variance carried on mean scores obtained by high school
students, university true-beginners and university false-beginners, yielded
significant F-ratios on all six measures. To determine which pairs or
combinations of means differed on the measures, the Newman-Keuls post hoc
tests were computed. Overall, college students (true- and false beginners)
scored significantly higher than high school students on the listening, reading,
speaking and writing tests. Moreover, the results on the post hoc procedure
revealed no statistical difference between the two university groups on five of
the six tests; on the listening examination, on which false-beginners
outperformed true-beginners. Although the analyses of variance indicated a
statistical difference on the culture and grammar instruments between the high
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school and the two university groups, the difference could not be located by the
Newman-Keuls test.
Since both university groups scored significantly higher than high school
students, it was important to examine whether age had an effect on the
students’ performance. Age differences may have accounted for the obtained
results, hence the necessity to further analyze the collected data. Additional
analyses of variance were carried out in order to test the mean scores of the
two college groups and of one high school.
Age seems to play an important role in the order age groups acquire
different language skills. "Different age groups have different learning
capabilities" (Swaffar, 1991, p. 34). Whereas adults seem to acquire vocabulary
and complex ideas more rapidly than younger learners, adolescents (learners
between 12 and 18) are less likely to attend to accuracy problems (Swaffar,
1991). Byrnes (1988) views the high school-college articulation also in terms of
"learner progression". Byrnes contends that language teaching and learning
should reflect students’ maturity and academic development. The literature
reviewed for this study did not uncover research-based studies to substantiate
Swaffar and Byrnes’ arguments.
The average age for all high school subjects was 16.017 and 20.68 for
participating college students. To test the significance of the age variable,
analyses of variance were carried out on the mean scores obtained by high
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school A and the two college groups. The choice of this particular high school
was based on its high mean scores on all tests, which were comparatively in the
same range as the mean scores of the college groups. The average age for
high school A was 15.79. Table 4.21 presents the mean scores of each high
school and university group.

Table 4.21. Mean scores and standard deviations obtained bv each high school
and the two university groups

High
School A

High
School B

High
School C

High
school D

Tests

University
Truebeginners

Falsebeginners

Culture

38.98
SD = S.19

32.95
SD = 6.49

36.41
SD = 4.11

34.1
SD = 4.65

38.27
SD = 7.41

38.45
SD = 7.04

Listening

46.09
SD = 5.97

34.71
SD = 7.21

34.30
SD = 8.84

41.85
SD = 5.63

38.87
SD = 9.73

44.56
SD = 7.22

Reading

35.98
SD = 4.97

27.6
SD = 5.71

29.39
SD = 9.09

30.1
SD = 5.21

40.64
4.48

39.02
SD = 4.81

Grammar

29.74
SD = 8.88

12.95
SD = 9.72

23.06
SD = 10.33

28.0
SD = 8.59

25.73
SD = 10.16

31.28
SD =8.46

Speaking

13.92
SD = 2.5

6.75
SD = 2.71

7.47
SD = 2.32

8.17
SD - 2.21

12.18
SD = 3.13

12.16
SD = 3.13

Writing
(ACTFL
scale)

4.09
SD = .83

2.1
SD = .57

2.4
SD = 1.26

2.7
SD = .48

3.59
SD = .78

3.65
SD = .97

Writing
(Analytical
Scale)

76.82
SD = 6.64

51.6
SD = 7.27

45.5
SD = 12.81

53.4
SD = 10.64

73.85
SD = 11.74

70.95
SD = 10.01
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The results of the analyses of variance are presented in the ensuing
summary tables.
Table 4.22: Summary ANOVA on the Culture Performance Scores for High
School A Students, and University "True-beginners" and "False-beainners"

Summary
Groups
Univ. True-beginners
Univ. False-beginners
High school A

Sum
1148
3730
1871

Average
38.26667
38.45361
38.97917

Variance
54.96092'
49.6046
26.91445

SS

df

12.10722
7620.887
7632.994

2

MS
6.053608
44.30748

F
0.137

Count
30
97
48

Source of Variation
Between Groups
Within Groups
Total

172
174

P-value
0.87239

Table 4.23: Summary ANOVA on the Listening Performance Scores for High
School A Students, and University "True-beginners" and “False-beainners"

Summary
Groups
Univ. True-beginners
Univ. False-beginners
High School A

Count
23
71
85

Sum
894
3164
3918

Average
38.86957
44.56338
46.09412

Variance
94.66403
52.16378
35.61008

SS
944.8135
8725.321
9670.134

df
2
176
178

MS
472.4068
49.57568

F

P-value

9.53

0.00012

Source of Variation
Between Groups
Within Groups
Total
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Table 4.24: Summary ANOVA on the Reading Performance Scores for High
School A Students, and University "True-beginners" and "False-beainners"

Summary
Groups
Univ. True-beginners
Univ. False-beginners
High school A

Count
11
45
43

Sum
447
1756
1547

Average
40.63636
39.02222
35.97674

Variance
20.05455
23.11313
24.68992

df

MS
149.0227
23.48437

F
6.35

Source of Variation
Between Groups
Within Groups
Total

SS
298.0455
2254.5
2552.545

2
96
98

P-value
0.00258

Table 4.25: Summary ANOVA on the Grammar Performance Scores for High
School A Students, and University "True-beginners" and "False-beainners11

Summary
Groups
Univ. True-beginners
Univ. False-beginners
High school A

Count
13
39
63

Sum
334.5

1220
1873.5

Average
25.73077
31.28205
29.7381

Variance
103.1923
71.57625
78.90207

MS
150.5788
79.01905

F
1.906

Source of Variation
Between Groups
Within Groups
Total

SS
301.1576
8850.134
9151.291

df

2
112

114

P-value
0.1535
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Table 4.26: Summary ANOVA on the Speaking Performance Scores fo r High
School A Students, and University "True-beainners" and "False-beginners"

Summary
Groups
Univ. True-beginners
False-beginners
High school A

Count
17
19
12

Sum
207
231
167

Average
12.17647
12.15789
13.91667

Variance
9.779412
9.807018
6.265152

df

MS
13.7828
8.931413

F
1.54

Source of Variation
Between Groups
Within Groups
Total

SS
27.5656
401.9136
429.4792

2
45
47

P-value
0.2248

Table 4.27: Summary ANOVA on the Writing Performance Scores for High
School A Students, and University "True-beainners" and "False-beainners"ACTFL generic guidelines for writing proficiency

Summary
Groups
Univ. True-beginners
Univ. False-beginners
High school A

Count
34
40
11

146
45

SS
2.179144
64.24439
66.42353

df
2
82
84

Sum

122

Average
3.588235
3.65
4.090909

Variance
0.613191
0.951282
0.690909

MS
1.089572
0.783468

F
1.391

Source of Variation
Between Groups
Within Groups
Total

P-value
0.25471

Table 4.28: Summary ANOVA on the Writing Performance Scores for High
School A Students, and University "True-beainners" and False-beainnersAnalvtical rating scale-

Summary
Groups
Univ. True-beginners
Univ. False-beginners
High school A

Count
34
40
11

Sum
2511
2838
845

Average
73.85294
70.95
76.81818

Variance
137.8868
100.3051
44.16364

SS
351.7754
8903.801
9255.576

df
2
82
84

MS
175.8877
108.5829

F
1.62

Source of Variation
Between Groups
Within Groups
Total

P
0.

The analyses of variance performed on culture, grammar, speaking, and
writing did not yield significant F-ratios. But the F-ratios resulting from the
analyses of variance on listening and reading were statistically significant at
p<.0001 and p<.005. A Newman-Keuls post hoc test was computed and
revealed that the two college groups performed significantly better on reading
than high school A subjects. Surprisingly, students from High school A scored
significantly higher on the listening examination than university true-beginners.
The Newman-Keuls test also indicated that there was no statistical difference
between High school A students and college false-beginners. Based on this
data, one may suggest that age may not account for the overall performance
of all high school subjects.

CHAPTER 5
SUMMARY, DISCUSSION, CONCLUSIONS, IMPLICATIONS
AND RECOMMENDATIONS

This final chapter is composed of four parts. First, a summary of the
study is presented. Part two provides a recapitulation of the findings offered in
the preceding chapter followed by a discussion of these results. In the light of
these findings, several conclusions are drawn, and implications are suggested
in part three. Recommendations are presented in the final part.
5.1 Summary of the study
The main objective of this study was to investigate the problem of
articulation between secondary and postsecondary institutions. More specifically,
this study addressed the performance achieved by high school and college
students, enrolled respectively in French II and second semester of French, on
the six following tests: culture, listening, reading, grammar, speaking and writing.
5.1.1 Method
The data were gathered in two ways: 1) from background questionnaires
given to the subjects, and 2) from the three 1986-1987 Connecticut Assessment
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of Education Progress measures of culture, listening and reading; and the
grammar, speaking and writing examinations.
Appropriate analyses of variance, Newman-Keuls post-hoc tests, and
Pearson correlation coefficients were utilized to analyze the collected data on
the six examinations. In addition, descriptive data were analyzed and used to
contextualize and give further insights to the findings on the aforementioned
examinations.
5.1.2 External limitations
In addition to the limitations discussed in Chapter 1, other limitations
emerged in the process of analyzing the data. One external limitation which
could be of importance in any process of articulation is the infrastructure of
foreign language programs. Based on the literature reviewed in Chapters 1 and
2, and on the data collected from the background questionnaires, it appears
that

the present state of foreign language programs from secondary to

postsecondary suffer from a structural discontinuity, i.e. a discontinuity in the
administration of the foreign language programs. About 63% of students
enrolled in French II of the participating high schools were tenth graders
(Byrnes, 1991). Provided that a majority of high school students do not enroll
in further French courses, it is reasonable to assume that those students would
have at least two intervening years between their French II and their next
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course at college. Thus, in the particular case of false-beginners, instructional
discontinuity or intervening years could not be controlled for.
5.2 Discussion of findings
For purposes of clarity, a recapitulation of the findings on background
questionnaires and a discussion of these findings will be addressed first. Then,
the results of the six examinations will be succinctly reviewed followed by a
discussion of these results.
5.2.1 Background questionnaires
Information gathered from the background questionnaires shows that
there is no systematic language program administration either at the secondary
or postsecondary levels. The findings presented in the preceding chapter clearly
show that the most common sequence in French for high school students is 910th grades. These results corroborate the findings reported by Byrnes (1991).
With regard to college students, the data gathered from the present study
shows that enrollment patterns in French 1002 depend on whether or not they
have had French in high school. While a large portion of true-beginners enrolled
in French 1002 during their sophomore year, false-beginners did so during their
freshman year. It could be speculated that this difference can be attributed to
the fact that false-beginners may be aware of a greater language loss if they
postponed their enrolling in a French course in college. A difference was
observed between male and female false-beginners: whereas 50% of female

119
false-beginners enrolled in this specific course during their first year in
university, only 36% of males did so (another 36% of male false-beginners
attended French 1002 during their sophomore year). The reviewed literature did
not address this issue of different enrollment patterns between true- and falsebeginners, or between male and female false-beginners.
Data from university subjects' answers and comments to questions
regarding their placement showed a dramatic lack of rigorous placement
practices. Although French 1002 is normally open to students with no prior
experience of French, about 74% of the French 1002 population had had
French in high school; 86.1 % of them had studied French for two to four years.
The results generated by the present research concur with the findings reported
by Halff and Frisbie (1977). In their study, they found that 74% of students with
two years of French in high school were placed in the first semester of French
in college after taking the College Entrance Examination Board test.
Furthermore, the findings from the present study underscore the general trend
whereby incoming students with experience in a foreign language begin the
same language over again in college (Schwartz, 1985, Klee and Rogers, 1989,
Lange et al., 1992).
Backplacement practices, i.e. placing at levels lower than those
completed in high school foreign language programs, may be the result of
optional placement testing of incoming students, as it is the case of the

120
university which participated in this research. As reported in the preceding
chapter, only 5.4% of the false-beginners who had taken French 1001 were
placed in that course on the basis of their results on the placement test. In
contrast, 90.5% of the false-beginners, who had enrolled in French 1001,
selfplaced. 29.8% of false-beginners who enrolled in French 1002 had not taken
French 1001 because they "tested out" of it. As mentioned earlier, the first year
sequence (i.e. French 1001 and 1002) is officially offered only to students with
no previous study in French, in other words to true-beginners. Logically, there
is no such a thing as "testing out" of this course. The small portion of students
who were tested had received credits for French 1001, and chose to place
themselves in French 1002.
As mentioned in Chapter 1, backplacement is also intricately linked to the
significance accorded to students' results on a placement test. The significance
of a placement test depends upon the decisions made on the basis of the test
and their consequences, in this respect, Klee and Rogers (1989) found that
most of the departments surveyed (94%) allowed students to change courses
during the first few weeks of the semester upon recommendation of instructor
or coordinator. In the particular case of the university involved in this study, it
is rather difficult to make implications as to its policies in using scores on
placement tests since placement testing is optional.
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Another consideration in backplacement involves lax placement policies.
The results reported in Chapter 4 clearly show that in the case of the
participating university, placement lies in the hands of the students: most
students selfplaced. As mentioned earlier, as many as 90.5% of false-beginners
who had taken French 1001 had selfplaced. Based on false-beginners’ answers
on how they had placed in French 1001, we can conclude that adjustments
were indeed made. In fact, and to be more precise, these adjustments were
made mostly by the students themselves.
5.2.2 Tests of culture, listening, reading, grammar, speaking and
writing
In order to answer the first research question: Are there significant
differences in performance between high school students (enrolled in French II)
and college students (enrolled in second semester of French) in culture,
listening, reading, grammar, speaking and writing?, the researcher looked at the
results yielded by the analyses of variance.
Statistical analysis of the data revealed significant differences between
high school students and college students on all six examinations. Overall,
university students scored higher than their high school counterparts on all six
tests: culture, listening, reading, grammar, speaking and writing.
To answer research questions 2 and 3, the researcher examined the
results obtained from the analyses of variance and the Student-Newman-Keuls
post hoc multiple comparisons tests. Research questions 2 and 3 were stated
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as follows:

- Are there significant differences in performance between high

school students (enrolled in French II) and college false-beginners (enrolled in
second semester of French) in culture, listening, reading, grammar, speaking
and writing?
- Are there significant differences in performance between high
school students (enrolled in French II) and college true-beginners (enrolled in
second semester of French) in culture, listening, reading, grammar, speaking
and writing?
A distinction was made between true- and false-beginners. Experience
of French at the secondary level was considered for its potential effect on the
scores measured. Analyses of variance were performed to detect possible
differences among the three groups, i.e. high school students, university truebeginners and university false-beginners. The resulting F-ratios were all
significant. To locate the difference, Newman-Keuls post hoc tests were
computed. Results of these tests clearly demonstrated that college students
(true- and false beginners) scored significantly higher than their high school
counterparts on the listening, reading, speaking and writing tests. Although the
analyses of variance showed a statistical difference between high school and
college students on grammar and culture at the p<.05 level, this difference could
not be located by the post hoc test.

Surprisingly, the findings reported in Chapter 2 suggest that previous
academic exposure to French did not have a significant effect upon the
performances of the two university groups, i.e. true- and false-beginners, on the
culture, reading, grammar, speaking, and writing examinations. However, falsebeginners achieved significantly higher scores than true-beginners on the
listening test. These results concur with Magnan’s (1986) and Hagiwara’s
(1983). On the relationship between level of oral proficiency and level/length of
study for the first-year students, Magnan clearly states that "it cannot be said
that high school French is necessary for developing intermediate-level
proficiency in a first-year university course" (1986, p. 432). Hagiwara (1983)
reports on a study conducted at the University of Illinois on students enrolled in
first semester of French. The results of this study showed that false-beginners
received consistently higher grades (on three quizzes and a mid-term
examination) than true-beginners. Nevertheless, Hagiwara (1983) pointed out
that there was a decline in grades as the semester progressed, a decline more
pronounced among false-beginners. Hagiwara concludes that such a trend was
an indication that "their previously acquired knowledge is being exhausted"
(1983, p. 28)
Based on the findings from the present study, and on the conclusions
offered in Magnan’s study (1986), one is tempted to presume, hastily perhaps,
that the length of academic exposure to a foreign language has no effect,
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except in the specific area of listening. Yet, it is important to note that based on
the information from the background questionnaires, most false-beginners did
have at least a two-year gap in their study of French between their last high
school class and their first college course. These intervening years or
instructional discontinuity may have contributed to language attrition, and explain
the results obtained by students on the tests which were administered in the
present study. The effect of intervening years on students’ performance was not
examined in the present study. It was however addressed in Flaugher and
Spencer’s study (1967) whose descriptive rather than inferential results showed
that in every case, the mean scores on placement examinations declined as the
number of intervening years increased.
As the results from the background questionnaires show, all of the truebeginners who enrolled in French 1002 had taken French 1001. As mentioned
earlier, this group scored significantly higher than their high school counterparts
on the tests of listening, reading, speaking, and writing. The post hoc analysis
could not locate the difference on culture and grammar. Among the high school
learners completing French II, 31.6% had two years, and the remaining 68.1%
had between three and eight years. How can one interpret these disturbing
results which reveal that college students with two semesters of French (and no
experience of French study prior to college) outperformed high school students
who had at least two years of French? These results counter Byrnes’ assertion

that "length of study may be the single most important factor in the ultimate
attainment of language proficiency” (1990, p. 2), but concur with Magnan’s
findings (1986) for the first-year sequence of French in college. The results
obtained in the present research show that length of study is not an important
factor in the outcomes achieved in listening, reading, speaking and writing:
college students with only two semesters of French scored significantly higher
than high school students with at least two years of French study. This suggests
that age may have some effect on students’ performance. Further analysis of
the data was necessary to examine the effect of this variable. Because of their
high means, the scores of students from high school A were compared to those
of the university groups. The average age for high school A subjects was 15.79,
and 20.68 for participating college students. To test the significance of the age
factor, analyses of variance were carried out on the mean scores obtained by
high school A students and the two college groups. The summary ANOVA
tables, presented in Chapter 4, show that the resulting F-ratios were not
significant on culture, grammar, speaking, and writing, but they were significant
on listening and reading examinations at p<.0001 and p<.005 levels. On the
reading test, both university groups scored significantly higher than high school
A students. On the listening test, the results of students from high school A
were statistically higher than those of university true-beginners. No difference
was found on this measure between high school A students and university false
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beginners. In light of these specific findings, it seems that age could not account
for the significant difference in scores between the college and high school
groups.
5.3 Conclusions and Implications
Before drawing any conclusion, it is important to remind the reader that
this study was not experimental in nature. There were many variables were in
effect, and few of them could be controlled for. Examples of these variables
include the length of study, the number of intervening years, the nature and
amount of homework assigned, the instructional practices, and performance
standards set at the end of each course. Furthermore, because of the small
sample of institutions which participated in this research, the results do not lend
themselves to generalizations.
From the results in this study, several conclusions can be drawn. These
conclusions hold important implications for foreign language education.
5.3.1 Administration of French programs
The descriptive data provided in this research clearly indicate the lack of
systematic administration of French programs, both in terms of length and
sequencing.
At the completion of French II, 31.6% of high school participants had two
years of French; 71.3% had between three and eight years of experience in
French. Such a situation raises serious questions about accountability, which in
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turn is also intricately linked to articulation of programs from their inception to
their completion, and this includes articulation of programs from kindergarten
through high school and from high school to college. Likewise, from the
standpoint of structural sequencing, the data from this study underscore the lack
of continuity and consistency of French programs. The common practice of a
two-year hiatus before resuming French and language courses in general in
college has questionable merit for maintaining a certain level of language
proficiency. The full benefits of language education cannot be maintained from
one educational level to another without continuous and uninterrupted curricular
sequence.
5.3.2 Placement practices
The university which participated in the present research has a written
policy about placement in the lower division courses of French: the first year
sequence (French 1001 and French 1002) is officially designed for truebeginners. The results gathered from students’ questionnaires show that the
policy is not enforced; rather a majority of false-beginners selfplaced in these
courses.
Important implications regarding placement practices involve

1)

implementation of more stringent foreign language placement policies, and 2)
the enforcement of those policies. Such policies should include the assessment
of functional proficiency in the language, and make the results of placement
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instruments binding. Giving students the option to choose their level of foreign
language study is bound to result in backplacement. The results reported in
Chapter 4 show that:
1) 74% of French 1002 students were false-beginners,
2) and that 90.5% of the false-beginners who had enrolled in French
1001 selfplaced in that particular course level. Based on these findings, we can
assume that selfplacement may be the cause of the presence of true- and falsebeginners in the beginning course levels. One important factor to consider in
relation to selfplacement is whether false-beginners receive credits for courses
which are not designed for them. In the particular case of the participating
university, false-beginners did receive credits for French 1001 and 1002 without
any type of penalty for doing so.
Mixing genuine and non-genuine or false- beginners in the same course
is not pedagogically sound, but can also be psychologically disturbing to those
students who have never studied the language (Loughrin-Sacco, 1991). Hence,
one important implication: it is imperative to dissuade easy backdropping or
backplacement by rewarding proficient students with credits and not giving
credits to those who deliberately underachieve on the placement test in order
to be placed at a lower and easier level with the ultimate goal of improving their
grade-point average. Students who do score low on the placement examination
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should be given the possibility of relearning the basics of the language/culture,
without receiving credits.
Backplacement (especially in the proportion reported in the present study
and in studies carried out by Crawford-Lange (1988), Swaffar (1991), Lange et
al. (1992) and Gonzalez-Pino (1992)) seems also to reflect the remediation role
endorsed by postsecondary institutions. As the findings presented in Chapter
4 indicate, no significant difference was found between true- and false-beginners
on five of the six tests administered. This may be the result of not building on
the false-beginners’ acquired knowledge in high school. Though no apparent
harm is done to those learners with prior study in the foreign language, they
could make more progress in a class designed for them, one which would build
on rather than repeat what has been acquired. It is imperative that institutions
of higher education take into account students’ acquired knowledge and skills
when they develop their foreign language programs.
5.3.3 Outcomes on the tests of culture, listening, reading, grammar,
speaking and writing
The results presented in Chapter 4 of this research reveal that there was
no statistical difference between college true-beginners and college falsebeginners on the tests of culture, reading, grammar, speaking and writing. The
present study did not investigate the reasons or variables that may account for
this lack of statistical difference between the two college groups. However, one
may speculate that these results may be due to two factors: 1) taking a
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remediation approach rather than building on learner’s acquired experiences
and knowledge in French; and 2) language loss due to instructional
discontinuity.
One implication which emanates from these results points to the need for
instructional continuity and for the integration of students’ previous learning.
Although no inferential statistics were used, there are clearly differences
in the means obtained by subjects from the four high schools used in this
research. This disconcerting situation echoes the lack of horizontal articulation
and the need for common standards.
5.4 Recommendations
The results discussed in the present study point to several areas worth
further study.
Four high schools and one university participated in this study. The
sample was rather small. Further research with a larger sample of high schools
and universities is recommended in order to create sufficient statistical power.
It is also recommended that future studies investigate the effect of variables
such as length of study, ACT/SAT scores, and instructional practices.
Another avenue of research could lead to investigating the potential
effects of intervening years. Except for the descriptive studies conducted by
Hagiwara (1983) and Flaugher and Spencer (1967), very few studies have
actually addressed the problem of intervening years. More specifically, attention
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should be focused on cultural proficiency and the four language modalities
(listening, reading, speaking, writing). Additionally, the most recent tests, many
of which were discussed in Chapter 2, should be used for assessment.
Additional research should be conducted to investigate the effects of a
placement policy which includes incentives and penalties on the performance
of students on placement examinations.
Finally, since proficiency seems to make inroads within the educational
system as discussed in chapter two, and given its powerful construct in terms
of language acquisition, it seems logical to investigate the effect of long-term
proficiency-oriented instruction on the articulation of foreign language programs.
In planning for the twenty-first century, educators and educational
administrators at all levels need to build up professional momentum in terms of
concrete and systematic efforts toward dialogue, cooperation and coordination
of foreign language programs so that proper articulation will help achieve our
goal of foreign language and cultural literacy.
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APPENDIX A
STATEMENT OF UNDERLYING PRINCIPLES
National Standards in Foreign Language Education
The following statement was developed by the K-12 Student Standards Task
Force as it began work on developing national standards in foreign language
education. It is from this statement that the goals for foreign language education
were derived, and it is this statement which has guided all the work of the Task
Force.
Communication is a necessary and natural part of the human experience. The
United States must educate students who are linguistically and culturally
equipped to interact successfully, at home and abroad as citizens in the global
community. This imperative envisions a future in which ALL students will
develop and maintain proficiency in more than one language, modem or
classical. Children who come to school to learn English should also have
opportunities to develop further proficiencies in their first language.
Supporting this vision are three principles about language and culture, learners
of language and culture, and language and culture education:
Competence in more than one language and culture enables people to:
•
•
•
•
•

communicate with people in other cultures in a variety of settings,
look beyond their customary borders,
participate more fully in the global community and marketplace
develop insight into their own language and culture,
act with greater awareness of self, of other cultures, and their own
relationship to those cultures,
• gain direct access to additional bodies of knowledge.
All students are language and culture learners, and they:
• can achieve success,
• acquire proficiency at varied rates,
• leam in a variety of ways and settings,
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• benefit from the development and maintenance of proficiency in more than
one language.
Language and culture education is part of the core curriculum and it:
• is student-centered, interactive, and success-oriented,
• focuses on communication and cultural understanding,
• develop and enhances basic communication skills and higher-order thinking
skills,
• accommodates varied learning styles,
• is supportive of and integrated with the entire school experience,
• incorporates effective strategies, program models, assessment procedures,
and technologies,
• reflects evolving standards at the national, state, and local levels.

APPENDIX B
ORGANIZATION OF THE GOALS AND STANDARDS
WITHIN GRADE CLUSTERS
National Standards in Foreign Language Education

grades x-x
Overview of Learner characteristics
Each section of grade cluster begins with a discussion of the characteristics of
learners at that level and the impact of those characteristics on second language
learning.
GOALX
Discussion
This section reviews the goal as it is applied at the particular grade level, and where
possible, some insight is given into what differences might be expected based on
the point at which learners started their language study and the issues which come
forth when a student is a native speaker of the target language, or for whom
English is a second language and the target language is a third.
STANDARD 1.1: The standards comprise two parts: a statement of the standard followed
by more specific statements intended to clarify the meaning of the standard.
Sample benchmark Tasks
These are generic examples of what students can do to show that they have met
the standard at the end of the grade cluster (grades 4, 8, and 12). The tasks are
intended to be broad enough to allow for differences in ability levels, and to make
available a wide variety of options to teachers.
To Meet the Standards, Students Need to Know
This section discusses the elements of the foreign language curriculum that a
student should have learned during the course of their study:
- Language system
- culture
• Communication strategies
- learning strategies
Sample Learning Scenarios
These scenarios provide examples of specific classroom activities that would
support the attainment of the standards.
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APPENDIX C
GRAMMAR EXAMINATION
Name: .......................................................................
Social Security #: .....................................................
Section/ School: .......................................................

I. FILL IN THE BLANKS WITH THE CORRECT FORM OF THE present
TENSE OF THE VERB ACCORDING TO THE GIVEN SUBJECT.

ETRE

.

AVOIR

Je ........................................

Je ........................................

T u ........................................

T u ........................................

Il/E lle ...................................

Il/E lle ....................................

Nous ...................................

Nous ....................................

Vous ...................................

Vous ....................................

Ils/Elles ...............................

Ils/Elles ...............................

II. TO EACH OF THE QUESTIONS PRINTED BELOW, WRITE A CORRECT
FRENCH REPLY. BEGIN YOUR REPLY AS INDICATED AND REPLACE THE
UNDERLINED WORDS BY ONE OF THE FOLLOWING PRONOUNS: le, la,
les, lui, leur, en, y. MAKE CHANGES IF NECESSARY.
1. Est-ce que tu paries a Pierre?
- Oui, j e ............................................................................................................
2. Est-ce que vous regardez la television?
- Non, nous ......................................................................................................
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3. Est-ce que tu as des chats?
- Oui, j e ............................................................................................................
4. Est-ce que vous comprenez le professeur?
- Non, nous ......................................................................................................
5. Est-ce que Anne et Marc vont souvent au cinema?
Non, ils ............................................................................................................
6. Ecrivez-vous souvent a vos parents?
- Non, je

..........................................................................................................

7. Est-ce que vous allez a New York?
- Non, nous ......................................................................................................
8. Veux-tu du cafe?
- Non, je

..........................................................................................................

9. Est-ce que la voiture est dans le garage?
- Oui, e lle ..........................................................................................................
III. FILL IN THE BLANKS WITH THE CORRECT FORM OF THE future TENSE
OF THE VERB IN PARENTHESES.
1. Demain, je ( a lle r) _____________________ a I’agence de voyages pour
acheter des billets d’avion pour New York. Je leur (demander)___________
___________________ aussi s’il est possible de louer (to rent) une voiture.
2. Demain, nous (faire)__________________________________nos valises
et nous (p a rtir)________________________________ a 9 heures du matin.
Nicole et Jacques (prendre)_______________________________ la voiture
pour aller a I’aeroport.
IV. FILL IN THE BLANKS WITH THE passe compose OF THE VERBS IN
PARENTHESES.
1. Jacques

(mettre) ses chaussures.

2. Nous

(partir) a 2 heures.

3. Nous

(arriver) a Paeroport a 9 heures du matin.
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4. J e ______________________________ (comprendre) le vocabulaire mais
pas la grammaire.
5. Pierre_____________________________ (aller) chez son oncle.
6. Vous______________________________ (6tudier) pendant tout le week
end!
7. Hier, nous____________________________ (voir) un film interessant.
8. Vraiment, vous_______________________________________(visiter) le
Grand Canyon?
9. Jack__________._________________________ (faire) tous ses devoirs!
10. Le week-end dernier, elles_______________________________ (rester)
chez leurs parents.
V. COMPLETE EACH ANSWER TO THE QUESTIONS BELOW WITH THE
APPROPRIATE PRESENT TENSE FORM OF THE VERB IN bold.
1.- Qu’est-ce que vous prenez?
- Moi, je _______________________un sandwich. Alain___________
du rosbif. Mes amis__________________________________une omelette.
2. - Est-ce que vous venez avec nous au cinema?
- Oui, moi, je ___________________ avec Pierre. Nous___________
ensemble, mais mes soeurs n’y _______________________________ pas.
3. - A quelle heure est-ce que vous partez?
- J e _________________________ a deux heures.
4. - Quels vetements est ce que vous mettez quand vous allez a la campagne?
- Moi, je ________________ un vieux pantalon et des sandales. Marie
_______________ un jean. Et toi, qu’est ce que tu ____________________ ?
5. - A qui ecrivez-vous?
- J’ __________ a Anne. Andre et Patrick__________ a leurs parents.
6. - Qu'est-ce que tu dis?
- J e ___________________ que j’aime voyager. Et vous qu’est-ce que
vous_____________________
?
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VI.INTERROGATIVE EXPRESSIONS/PRONOUNS. FILL IN THE BLANKS
WITH THE CORRECT Interrogative expressions/pronouns. CAREFUL! TO
DO THIS YOU HAVE TO READ ISABELLE’S ANSWERS.
Your questions

Isabelle’s answers

1.______________________ est-ce que tu habites?

J’habite k Paris

2 .___________________________ de soeurs as-tu?

J’ai 3 soeurs.

3 .____________________ est-ce que tu vas
k New York?

En Avril.

4 .____________________est-ce que tu vas
k New York?

5.

habite k New York?

6 . ________________ est-ce que tu vas a New York?

Parce que je
voudrais voir des
amis.
Mes amis John et
Ed.
Par avion (airplane)

VII. IN EACH OF THE FOLLOWING SENTENCES, ONE WORD HAS BEEN
OMITTED AND REPLACED BY A LINE. COMPLETE EACH SENTENCE BY
WRITING ON THIS LINE A SINGLE FRENCH WORD WHICH IS CORRECT
IN BOTH MEANING AND FORM.
Chers papa et maman,
J’aime bien I’AmSrique, mais j e __________ aime pas la nourriture. Au petit
dejeuner, on mange_______ cSrealesavec_________lait. Malheureusement,
moi je deteste

lait. Les Americains ne boivent pas beaucoup______

vin. Mais, pendant les matchs de baseball les gens boivent__________biere
et mangent________ hot-dogs. Le basketball estaussi________ sport tres
populaire

Etats-Unis. En general, les matchs de basketball sont le

week-end. Et le dimanche, on v a _______ I’eglise.

APPENDIX D
ACTFL WRITING PROFICIENCY TEST

FRENCH
WRITING TEST BOOKLET

Write answers in French to the questions
on the following pages.

Be sure to read to the end of the booklet.
The test consists of four writing tasks

Your name:________________________________________

This test is being administered under a research grand from
the U.S. Department of Education
to the
American Council on the Teaching of Foreign Languages
6 Executive Boulevard
Yonkers, NY 10701
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1.

You are planning to take a trip. Make a list of the things you need. List
up to five things in each category.

Shopping List

Clothing:

Leisure/Hobbies:

Toiletries:

Miscellaneous:
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2.

Write a postcard to a friend telling him about school: your favorite course;
your daily activities; what you like; what you do not like.
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3.

Write at least 4 paragraphs about one of the following topics:
- Describe the plot of a recent book or movie that you have read or seen.
- Describe a trip you have taken to another country.
- Compare your home town with where you now live.

APPENDIX E
RATING SCALE FOR SPEAKING

Recorded oral samples are to be rated on the below six-point scales.
These scales should reflect subjects’ oral performance at two levels 1) global
(Effectiveness scale), and 2) component (Accuracy, Organization, and Fluency
scales).

EFFECTIVENESS SCALE
General definition: Amount of relevant information conveyed by the
subject.
Definition of each level of the scale:
1. Virtually no relevant information was conveyed by the subject.
2. Very little relevant information was conveyed by the subject.
3. Some relevant information was conveyed by the subject.
4. A fair amount of relevant information was conveyed by the subject.
5. Most relevant information was conveyed by the subject
6. All relevant information was conveyed by the subject.

ACCURACY SCALE
General definition: The grammatical correctness of the subject’s
utterances.
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Definition of each level of the scale:
1. No utterances rendered correctly.
2. Structure of very few utterances rendered correctly.
3. Some utterances rendered correctly, but many structural problems
remain.
4. Many correct utterances, but some problems remain with structures.
5. Most utterances rendered correctly; only minor problems with
structures.
6. All utterances rendered correctly.

ORGANIZATION SCALE
General definition: The overall coherence and cohesion of the subject’s
speech.
Definition of each level of the scale:
1. No descriptive detail or narrative event is presented according to an
order. No helpful inter-sentential connectors.
2. Very few details or events are presented according to an order. Few
sentences are properly interconnected.
3. Some details or events are presented following an order. Some
sentences are properly interconnected.
4. Many details or events are sequentially presented. A reasonable range
of proper inter-sentential connectors is used.
5. Most details or events are presented according to an order. All
sentences are properly interconnected.
6. All details or events are rendered according to an order. All sentences
are properly interconnected.

FLUENCY SCALE
General definition: The overall smoothness, continuity, and naturalness
of the subject’s speech as opposed to pauses for rephrasing sentences,
groping for words and so forth.
Definition of each level of the scale:
1. Utterances so halting and fragmentary that communication is virtually
impossible.
2. Utterances very slow, uneven and often incomplete.
3. Utterances fairly slow, hesitant and uneven.
4. Utterances produced at a reasonable speed though with occasional
hesitancies.
5. Utterances quite fast and fairly effortless.
6. Utterances produced with a native speaker's speed and ease.

APPENDIX F
ANALYTICAL RATING SCALE FOR WRITING

Grammatical accuracy (S-V agreement,
tense, word order, function words, etc...),
sentence complexity and variety of
constructions.

1. STRUCTURE

23-25

Excellent

18-22

Good

14-17

Fair

9-13

Poor

0- 8

Very poor

2. CONTENT

3. VOCABULARY

Relevance of ideas, variety, originality,
substantiation, elaboration and development
of thesis
18-20

Excellent

15-17

Good

12-14

Fair

7-11

Poor

0-6

Very poor

Appropriate choice of lexical items, range,
directness and register.
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18-20

Excellent

15-17

Good

12-14

Fair

7-11

Poor

0-6

Very poor

Logical theme development, coherence, and
clear statement of ideas.

4. ORGANIZATION

18-20

Excellent

15-17

Good

12-14

Fair

7-11

Poor

0-6

Very poor

Spelling, punctuation,
paragraphing.

5. MECHANICS

14-15

Excellent

12-13

Good

9-11

Fair

5-8

Poor

0-4

Very poor

capitalization,

APPENDIX G
ACTFL PROFICIENCY GUIDELINES
GENERIC DESCRIPTIONS - WRITING

Novice-Low

Able to form some letters in an alphabetic system. In
languages whose writing use syllabaries or characters,
writer is able to both copy and produce the basic strokes.
Can produce romanization of isolated characters, where
applicable.

Novice-Mid

Able to copy or transcribe familiar words or phrases and
reproduce some from memory. No practical communicative
writing skills.

Novice-High

Able to write simple fixed expressions and limited
memorized material and some recombinations thereof. Can
supply information on simple forms and documents. Can
write names, numbers, dates, own nationality, and other
simple autobiographical information as well as some short
phrases and simple lists. Can write all the symbols in an
alphabetic or syllabic system or 50-100 characters or
compounds in a character writing system. Spelling and
representation of symbols (letters, syllables, characters)
may be partially correct.

Intermediate-Low

Able to meet limited practical writing needs. Can write short
messages, postcards, and take down simple notes, such
as telephone messages. Can create statements or
questions within the scope of limited language experience.
Material produced consists of recombinations of learned
vocabulary and structures into simple sentences on very
familiar topics. Language is inadequate to express in
writing anything but elementary needs. Frequent errors in
grammar, vocabulary, punctuation, spelling and in
formation of nonalphabetic symbols, but writing can be
understood by natives used to the writing of nonnatives.
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Intermediate-Mid

Able to meet a number of practical writing needs. Can write
short simple letters. Content involves personal preferences,
daily routine, everyday events, and other topics grounded
in personal experience. Can express present time or at
least one other time frame or aspect consistently, e.g.,
nonpast, habitual, imperfective. Evidence of control of the
syntax of non-complex sentences and basic inflectional
morphology, such as declensions and conjugation. Writing
tends to be a loose collection of sentences or sentence
fragments on a given topic and provides little evidence of
conscious organization. Can be understood by natives
used to the writing of nonnatives.

Intermediate-High

Able to meet most practical writing needs and limited social
demands. Can take notes in some detail on familiar topics
and respond in writing to personal questions. Can write
simple letters, brief synopses and paraphrases, summaries
of biographical data, work and school experience. In those
languages relying primarily on content words and time
expressions to express time, tense, or aspect, some
precision is displayed; where tense and/or aspect is
expressed through verbal inflections, forms are produced
rather consistently, but not always accurately. An ability to
describe and narrate in paragraph is emerging. Rarely uses
basic cohesive elements, such as pronominal substitutions
or synonyms in written discourse. Writing, though faulty, is
generally comprehensible to natives used to the writing of
nonnatives.

Advanced

Able to write routine social correspondence and join
sentences in simple discourse of at least several
paragraphs in length on familiar topics. Can write simple
social correspondence, take notes, write cohesive
summaries and resumes, as well as narratives and
descriptions of a factual nature. Has sufficient writing
vocabulary to express self simply with some circumlocution.
May still make errors in punctuation, spelling, or the
formation of nonalphabetic symbols. Good control of the
morphology and the most frequently used syntactic
structures, e.g., common word order patterns, coordination,
subordination, but makes frequent errors in introducing
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complex sentences. Uses a limited number of cohesive
devices, such as pronouns, accurately. Writing may
resemble literal translations from the native language, but
a sense of organization (rhetorical structure) is emerging.
Writing is understandable to natives not used to the writing
of nonnatives.

Advanced-Plus

Able to write about a variety of topics with significant
precision and in detail. Can write most social and informal
business correspondence. Can describe and narrate
personal experiences fully but has difficulty supporting
points of view in written discourse. Can write about the
concrete aspects of topics relating to particular interests
and special fields of competence. Often shows remarkable
fluency and ease of expression, but under time constraints
and pressure writing may be inaccurate. Generally strong
in either grammar or vocabulary, but not in both. Weakness
and unevenness in one of the foregoing or in spelling or
character writing formation may result in occasional
miscommunication. Some misuse of vocabulary may still be
evident. Style may still be obviously foreign.

Superior

Able to express self effectively in most formal and informal
writing and practical, social and professional topics. Can
write most types of correspondence, such as memos as
well as social and business letters, and short research
papers and statements of position in areas of special
interest or in special fields. Good control of a full range of
structures, spelling or nonalphabetic symbol production,
and a wide general vocabulary allow the writer to
hypothesize and present arguments or points of view
accurately and effectively. An underlying organization, such
as chronological ordering, logical ordering, cause and
effect, comparison, and thematic development is strongly
evident, although not thoroughly executed and/or not totally
reflecting target language patterns. Although sensitive to
differences in formal and informal style, still may not tailor
writing precisely to a variety of purposes and/or readers.
Errors in writing rarely disturb natives or cause
miscommunication.
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